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CHAPTER 1. INTRODUCTION 
Background 
One of the biggest concerns in the United States is that of losing its competitive edge 
because American workers lack educational and job skills necessary to compete in a global 
economy. An estimated 25 million American workers will need to upgrade their skills in the 
1990s if the U.S. economy is to stay competitive (Packer, 1988). The nation now has a goal 
of a literate workforce for the year 2000 endorsed by the President and the nation's 
governors. 
Thus, adult literacy, once considered primarily a social issue, has now become a 
business need. Rapid changes in the economy, work environment requiring higher skill 
levels from workers, and composition of the nation's labor force are making it imperative for 
businesses to provide remedial literacy training to their employees (Fields et al., 1987). 
Changes occurring in the workplace are centered around improvements in product and 
service quality, and increased work responsibility. However, massive numbers of present 
and future workers possess only minimal or marginal proficiency in the basic skills (Business 
Council for Effective Literacy, April, 1988; Northcutt, 1977; Chisman, 1990). 
According to Philippi (1992), "Organizations are increasingly uncertain of the 
capacity of their current workforce and prospective new hires to master the skills necessary to 
accomplish these critical changes" (p. 3). The problem will get worse as labor pools continue 
to change with numbers of minority groups, school drop outs, and refugees and immigrants 
making an increasing percentage of that pool (Business Council for Effective Literacy, April, 
1988; Hudson Institute, 1987). 
The Federal government is putting some emphasis into addressing the literacy 
problem, particularly workplace literacy, since insufficient levels of basic skills adversely 
affects productivity and competitiveness in the global market According to Benton and 
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Noyelle (1992), many employers who in the past considered illiteracy as a minor worr)' have 
now begun to view the issue as critically linked to productivity. It is the National Literacy 
Program, however, that captured national attention "... as a catalyst to help America prepare 
to meet unprecedented global standards of economic productivity and efficiency. 
Administered by the United States Department of Education, the National Workplace 
Literacy Program is the primary federal program for upgrading the work-related basic skills 
of America's workforce" (U.S. Department of Education, 1992, p. 13). The program has 
invested $60.2 million in grants to 97 business education parmerships (Business Council for 
Effective Literacy, 1992). In addition, the Department of Labor (DOL) has given some $25 
million since 1986 for workplace literacy projects (Business Council for Effective Literacy, 
1992). 
The states and private organizations are another source of funding for workplace 
literacy programs. Private businesses, especially large corporations, have established their 
own literacy programs without federal assistance (Chisman, 1990). They have on-site 
programs or they contract with local literacy providers to design specific programs for their 
employees. 
The effectiveness of any training program, i.e., workplace literacy, needs to be 
demonstrated as a positive impact both on organizational needs and needs of the employees. 
Employers have started to realize the necessity for offering workers basic skills training. 
Also, some employees feel the need for brush-up or special training to prepare themselves to 
perform their work successfully. "Prior to investing time or money, employers and 
employees alike want to know what causes programs to be effective and which programs 
have proven to be most successful" (Philippi, 1992, p. 2). 
Workplace literacy training outcomes expected by top managers have been reported 
to be related to improvement of job performance, job satisfaction, literacy skill level, self-
esteem, and increased productivity of employees, among others (Project Winamac Final 
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Performance Report, 1992), Mikulecky and Lloyd (1992), who carried out an evaluation of 
workplace literacy programs in relation to impact at the workplace, reported increased 
productivity and changes in work-related attitudes, beliefs, and abilities of employees. 
Similar outcomes from workplace literacy training have been described in the 
evaluation reports of individual programs, but results are not documented. These outcomes 
include improvement of job performance (Castaldi, 1992; Li and Mam, 1990; Collino et al., 
1988); increased productivity (Continuing Education Institute, 1990; Li et al., 1990; Hellman, 
1990); improvement in employee self-esteem (Coffey et al., 1990; U. S. Department of 
Education, 1992; Kerka, 1990); improvement in basic skills such as reading, writing, 
comunication, math, and problem-solving (U. S. Department of Education, 1992; Santa Clara 
County Office of Education, 1991; Hellman, 1990); and attainment of employees' personal 
goals (Wisconsin Workplace Partnership Training Program, 1991) are all positive outcomes 
of workplace literacy programs. 
There are many assumptions, but little documentation, about the relationship between 
basic skills attainment, job performance, and employee work attitude changes (Collino et al., 
1988; Mikulecky and Lloyd, 1992). There is a lot of criticism against the use of standardized 
tests for the evaluation of workplace literacy programs (Mikulecky and Lloyd, 1992). 
However, most workplace literacy programs are evaluated in terms of grade-level 
achievement of participants and not on improved job performance and productivity (Philippi, 
1988). 
Problem Under Investigation 
Workplace literacy has become a national priority. Many diverse strategies and 
programs have been implemented in most states to address the need for a better-educated 
workforce. Also, the National Literacy Act of 1991, the most recent amendment of the Adult 
Education Act (AEA), for the first time requires state and local adult literacy programs to 
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evaluate the effectiveness of their programs and to ensure that educational services supported 
by federal funds are quality services. However, at present there are no empirical data 
indicating whether these programs are effective in improving literacy in the workplace and 
employee work-related attitudes. 
The lack of formal evaluations limits our understanding about effective programs; 
more importantly, we do not know whether our learners are developing into competently 
functioning persons. This is what would make die program successful and effective. The 
individual would be seen as benefiting from the programs by being more competent and 
functioning more effectively at the workplace, and the organization would benefit by 
increased abilities leading to his or her quality productivity. 
On the other hand, it seems axiomatic that improving work-related literacy skills 
would boost job performance and work attitudes related to job satisfaction and work 
comitment. However, there are no adequate measures of the relationship between learning 
gains and job-based outcomes (U. S. Department of Education, 1992). Furthermore, very 
little is known about the impact of workplace literacy training on employee attitudes, beliefs, 
abilities, and goal attainment. It is assumed that participation in workplace literacy programs 
increases job satisfaction and organizational commitment or employee loyalty to the 
employing company, and in addition helps workers to do their jobs better and achieve their 
goals. 
Purpose of the Study 
The intent of this study was to examine the impact of the workplace literacy training 
on employees' work-related attitudes, including job satisfaction, organizational commitment, 
job involvement, and the effects of the program on employee goal attainment and job 
performance. 
5 
Research Questions 
1. To what extent do employees perceive that Workplace Literacy Training helped them to 
achieve their goal? 
2. What effect has Workplace Literacy Training had on employee job performance? 
3. What is the value of Workplace Literacy Training for the workers who attended the 
program? 
4. What outcomes do workers expect from Workplace Literacy Training? 
5. Is job satisfaction with work higher for workers who attended the workplace literacy (pre-
apprenticeship) program, compared with the group who did not attend it? 
6. Does organizational commitment improve for workers who participated in the program, 
compared with the group who did not participate in the program? 
7. Is job involvement higher for workers who attended the workplace literacy (pre-
apprenticeship) training, compared with the group who did not attend it? 
Assumptions of the Study 
This study is based on the following assumptions: 
L Employees of Midwest Manufacturing Industrial Center who were selected as a 
population for the research will consent to participate in this study. 
2. The respondents will reply honestly and thoughtfully to all the items of the survey. 
3. The methods of data collection and statistical analysis used are appropriate for this study. 
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CHAPTER 2. LITERATURE REVIEW 
At present there is very little research in workplace literacy, as workplace literacy is 
a new field. Most of the studies are descriptive of the service provided (Alamprese, 1988; 
Chisman, 1989; Dunn-Rankin and Beil, 1989). "Empirical data identifying program 
components or procedures associated with effectiveness, especially improved on tiie job 
performance and gains in basic skills, are not yet available" (Pelavin Associates, Inc., 
1991, p. 14). Also, according to the literature and previous empirical studies, only a few 
workplace literacy programs report rigorous evaluation of learning gains, impact on 
productivity, attainment of learner goals, and changes in work-related attitudes (Mikulecky 
and Lloyd, 1992; Sticht, 1991; Mikulecky and D'Adamo-Weinstein, 1991; U. S. 
Department of Education, 1992). Very littie is known about the outcomes or effect of 
workplace literacy training on job satisfaction, organizational commitment, and job 
involvement It is assumed that workplace literacy training has some effects on employee 
job satisfaction, worker loyalty to the company, or employee attitudes, beliefs, and abilities 
(Collino et al., 1988; Mikulecky et al., 1992). 
This review is organized around 3 main topics: 1) the workplace literacy 
movement; 2) the lack of consensus on the definition of workplace literacy; and 3) 
evaluating the outcomes and effects of workplace literacy programs as they relate to 
improvement of basic skills, improvement of job performance and productivity, personal 
goals of learners, job satisfaction, organizational commitment, and job involvement. 
Workplace Literacy Movement 
In recent years in the United States, emphasis has shifted strongly in favor of a 
view of literacy as essential to economic performance. Many employers who in the past 
considered illiteracy as a minor worry have now begun to view the issue as critically linked 
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to productivity and competitiveness (Benton and Noyelle, 1992), At the same time it has 
provided "... the framework within which we see the current attention to literacy 
education" (Fingeret, 1988, p. 2). This recent trend responds to significant shifts in the 
nature of the world economy and related changes in the organization and sectoral 
distribution of jobs. At the same time, a structural change in the economy of the United 
States is taking place; it is moving from producing goods toward service-based industries. 
The U. S. Department of Education (1992) observes that "an unprecedented interplay of 
technological, demographic and global economic forces is reshaping the nature of work in 
America and redefming the American workplace" (p. 3). Research indicates that the 
number of jobs will increase by 25 million by the year 20{X), primarily in management, 
administrative support, sales, and service (Hudson Institute, Workforce 2000,1987; Riley, 
1993). These new jobs will require higher levels of education than current jobs. An 
increasing number of employees will be required to meet educational standards formerly 
expected only of managers and other high-level workers. Basic skills levels which were 
adequate for assembly line production are inadequate for employees faced with 
sophisticated quality control systems, flexible production, and teamwork and participatory 
management practices (U. S. Department of Education, 1992; Camevale et al., 1988; 
Hudson Institute, Workforce 2000,1987). 
There is a growing recognition that literacy is not a problem affecting small, 
marginal sections of the population, but a central issue determining the competence of the 
workforce (Mikulecky, 1990; Chisman, 1990). According to Mikulecky (1990), one of 
every five American workers reads at or below the eighth-grade level, and one of every 
eight reads at the fourth-grade level. Much of the reading required in the job is between 
the eighth- and twelfth-grade levels. As businesses tap workers who are less likely to have 
adequate basic skills, the skill gap is expected to be widened. In Gowen's (1992) view, 
what has changed is not educational attainment but the demands of the workplace. Thus, 
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as the workplace becomes more complex and competitive, and perhaps less humane, 
workers are called on to adjust to rapid changes and to use the skills they should have had 
all along, skills the workplace never required before. "Employees have had skills 
deficiencies all along, but it has taken a more sophisticated workplace to uncover them" 
(Gowen, 1992, p. 12). 
While the relationship between skill levels and productivity has existed for quite 
some time, the perception is that this relationship has intensified over the last decade 
because of the rapidly changing nature of work and skills requirement under conditions of 
intense transformation in technology and in the nature of competition (Camevale et al., 
1989). According to Benton and Noyelle (1992), employers' growing interest in work-
related basic skills and literacy education stems in part from this growing perception that 
functional illiteracy is a threat to advanced nations' competitive status in a more rapidly 
changing and more competitive international economy. Also, workplace literacy is viewed 
as enabling workers to keep pace with developing technology and increasing demands in 
their worksites (Fingeret, 1989). These rationales, according to Fingeret (1989), 
"... continue to support the notion that literacy programs are designed to meet the needs of 
those in power" (p. 8). Then, the value of literacy education in the American marketplace 
has become crucial for employers and employees alike (Newman and Beverstock, 1990). 
The value of workplace literacy programs for employers responds to their goals of 
productivity and profitability (Thomas, 1992; Camevale et al., 1988; Gowen, 1992)"... as 
instruments of strategic planning in achieving the company's advanced technology" (Field 
et al., 1987, p. 14). On the other hand, workers face intense pressures to enhance their 
skills in order to respond to new job requirements and higher employers' expectations. 
With technology changes, workers must learn new jobs and/or new ways of doing their old 
jobs to advance in their career, and even to maintain current jobs (Benton and Noyelle, 
1992). In addition, as Gowen (1992) pointed out, technology is not only transforming the 
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skills required to perform jobs and the number of jobs available, but requiring the 
development of new life-coping skills as well. 
Despite the change in rhetoric, business commitment to workplace literacy and 
basic skills education remains uneven (Benton and Noyelle, 1992). Few employers are 
willing to make large investments in workplace literacy until they are offered a product 
that meets their needs far better than is now available (Chisman and Campbell, 1990). Part 
of the blame has to do with educators and the providers of adult literacy. Many of them 
have been slow to alter traditional approaches to literacy and workplace literacy training 
(Benton and Noyelle, 1992). Most adult basic education (ABE) programs that were 
initiated by firms that perceive a problem of workplace literacy among their employees, 
simply supply high school-equivalence courses or basic literacy training that accomplish 
little or nothing (Benton and Noyelle, 1992). Industry sponsorship of workplace literacy 
challenges adult literacy providers to keep two sets of agendas in perspective. Employers 
need job-related basic skills education and want workers to improve those skills as rapidly 
as possible; workers need to fulfill both employers' specific skills requirements and achieve 
their own objectives (Newman and Beverstock, 1990). 
Most effective workplace literacy programs allow these two agendas to co-exist. 
Thus, while workers meet job requirements they also gain a sense of improving for 
themselves and sense of control over their lives (Business Council for Effective Literacy, 
1988; Alamprese, 1988; Newman and Beverstock, 1990). A sense of control over one's 
life and a change in the level of hope and expectations often determine whether literacy 
skills will be acquired or even be seen as important by an individual (Hunter, 1982). 
Dealing with the complexity of literacy in the workplace as a long-term investment 
seems the best alternative. Newman and Beverstock (1990) believe that workplace literacy 
goals need to pursue the concept of development of adults as lifelong learners. Making a 
long-term investment in teaching workers how to think critically, solve problems, and 
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adapt to the changing environment in the workplace does work (Chisman and Campbell, 
1990; Sarmiento, 1991). Quick-fix training will not help a workforce that is aging and not 
being replaced by younger or more highly-skilled workers (Newman and Beverstock, 
1990). 
Organization structure and its environment can foster or inhibit adult literacy 
development and lifelong learning, according to the literature. Berryman and Bailey 
(1992) explain that discussion about the need for increases in firm base training have 
ignored questions about the nature and quality of employer-sponsored training. The 
quality and content of training that workers receive on the job are related to the 
organization of work which has been characterized as ineffective learning in schools, such 
as passive learning. It shows up in corporate environments. Since this kind of learning 
generally fits traditionally organized workplaces, it is only challenged when workplaces 
restructure. In other words, the conflict between traditionally organized work and more 
effective models of learning is deeper than the fact that traditional production processes do 
not require higher skills (Berryman and Bailey, 1992). Lifelong learning clashes directly 
with the basic foundation of the U:aditionally organized workplaces. Traditional production 
organizations are based on nineteenth- and twentieth-century theories of management and 
productivity. Those organizations emphasize large lot-manufacturing to create a sufficient 
inventory. Products serve the ultimate consumer with limited options. Product 
development time is lengthy and new products are developed infrequently. The production 
process emphasizes cutting costs and increasing units produced (Stein and Sperazi, 1991). 
The U. S. Department of Education (1992) ascertains that "the future of workplace 
literacy is linked to the American economy's move from traditional production 
organizations to high performance organizations" (p. 57). Figure 1 explains the above 
assertion. High-performance organizations manage the production process differently than 
do traditional production organizations. Such organizations put the emphasis on 
A COMPARISON OF TRADITIONAL AND HIGH-PERFORMANCE ORGANIZATIONS* 
ROLE OF WORKPLACE EDUCATION 
Traditional 
Company has no long-temi strategy that integrates education and 
training into overall business plan. 
Company distinguishes between education and training for 
management and line workers. 
Short-term goals for education and training. 
Workplace education is preparation for action. 
Workplace education is remedial, focusing on filling gaps in 
workers' job-specific skills 
No release time from work allowed. 
High Performance 
Education and training are conceived as part of long-term strategic 
plan for continuing improvement 
Company puts a premium on "developing and realizing the full 
potential of the entire workforce." 
Goals for education are long-range as well as short-term. 
Workplace education is action. 
Workplace education is more tiian remedial; it focuses on building 
skills for continuous improvement and flexibility as well as job 
specific skills. 
No conflict perceived between production and education; education 
task place on work time. 
DEVELOPMENT/IMPLEMENTATION OF WORKPLACE EDUCATION PROGRAM 
Top management not vested. 
Workers, supervisors OT unions not involved. 
Decisions on what and who to teach based on analysis of job-
task specific deficits. 
Testing separate from instruction. 
Content of insUruction narrowly job specific. 
Efforts to measure outcomes focused on education/short-term 
job-specific skills gains. 
No plans for institutionalization. 
*Excerpted from chart developed by Stein and Sperazi (1991). 
Top management vested in setting goals and outcomes. 
Participatory planning, implementation and evaluation involving 
management, workers, union and educators. 
Decisions on what and who to teach based on company-wide contin­
uous improvement goals and needs defined by specific woik groups. 
Testing integrated into instruction. 
Basic skills taught within framework that focuses on continuous 
improvement of skills. 
Approach to measuring outcomes focuses on impact on individual 
worker performance and organizational goals. 
Company has plans not only for institutionalization but also for 
better integration of education into on-the-job practices. 
Figure 1. Link of workplace program to high performance organizations, reproduced from U. S. Department of 
Education, 1992, p. 58. 
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customized products that are built to order. Inventories are small. Development time is 
short New products are developed frequently. The business and/or industry perceives its 
customers to be not only the ultimate consumer, but also perceives others on the 
production line as customers for whom quality must be maintained. Jobs involve every 
member of the workforce in product improvement, efficiency, and customer satisfaction. 
The emphasis in production process is on productivity and growth (U. S. Department of 
Education, 1992). Also, traditional industries, according to Stein et al. (1991), operate in a 
hierarchy with multiple levels of management. Managers control workers' activities and 
workers are considered tools in the production process. Jobs are broken down into simple 
tasks and workers are expected to repeat these tasks with machine-like efficiency. 
Workers are valued for their reliability, steadiness, and willingness to follow directions. 
Since the driving force of this system is cost, workers may fear that improvement in 
production will eliminate their jobs. But, traditional manufacturing systems are unable to 
meet competition in global markets with standards required in the twenty-first century, 
Berryman et al. (1992) observed that the U.S. education system also responded to the way 
its economy was organized: educating the non-baccalaureate-bound for the economy 
meant educating the hands, not the head. It meant, according to the author, teaching 
specific rather than general principles, and socializing the individual for hierarchical and 
restrictive economic institutions. Similar patterns followed for employers' in-house 
training. 
In contrast, in high-performance organizations, according to Stein and Sperazi 
(1991), participatory management practices reduce layers of management. Managers 
function as coaches. Workers are viewed as resources and work in self-management 
teams. Jobs involve workers in the continuous improvement of the process. Workers are 
valued for their conuibutions to solving problems creatively. Because improvements in 
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the process and products are the driving factor of this system, workers do not fear loss of 
their jobs as a result of change in the production system. 
As the American economy transitions to the twenty-first century, more and more 
companies have become aware of the need for workplace education. It is seen as a means 
of preparing the workforce in a traditionally organized workplace for the different 
expectations of high-performance work organizations (U. S. Department of Education, 
1992). However, it is often difficult for innovative educational programs put in place in 
traditional organizations to assist with this transformation because the assumptions of the 
organization about the role of education are traditional; i.e., in traditional organizations, 
workplace learning is not viewed as a meaningful activity in relation to the production 
process. Traditional workplace programs are short-term and problem-centered. They are 
seen as preparation for action—a remedial activity that fills gaps in workers' abilities to 
perform job-specific skills. There is a presumed conflict between education and 
production, and workers are not given release time for participating in learning (Stein et al., 
1991). 
High-performance organizations view workplace education as an integral 
component of the production process. Workplace education focuses on building skills for 
continuous improvement and flexibility at work (cross-training), as well as task-related 
education skills. Training prepares workers not only for current jobs, but also for future 
positions in their industries (U. S. Department of Education, 1992). According to 
Sarmiento (1991), depending on who is involved, which program goals are selected, and 
what planning process is followed, a workplace literacy program can maintain outdated 
workplaces Gow-wage companies) or foster high-performance workplace structures (high 
skill). Workplace literacy programs at high-skill organizations tend to be broader and less 
job-specific than in low-wage companies and are more likely to be part of larger human 
resource policies. The workplace literacy program process is likely to be a top-down. 
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prescriptive process in low-wage companies. In high-skill work organizations, basic skills 
problems are recognized and handled through the participatory process and structure 
already in place. Thus, workplace literacy programs can support the path toward either 
low wage or high skills. However, instead of the high-skill path, most U. S. companies 
follow the low-wage path (Sarmiento, 1991). According to the author, only 5% or less of 
employers have shifted to high-performance organizations. Without policy makers' 
support and significant work, reform incentives to encourage employer-sponsored literacy 
programs will tend to expand ineffective approaches to undereducated adult development 
and lifelong learning (Sarmiento, 1991; Berryman and Bailey, 1992). Furthermore, too 
few dollars are devoted to the literacy proficiencies of existing employees and to the 
educational needs of those outside of the managerial and professional rank (Anorve, 1989; 
Venezky and others, 1987; Fingeret, 1990; Chisman, 1990). 
Given the high cost of training, management commitment for workers' literacy 
often is defined narrowly, as survival skills for tiie workplace (Galin, 1990) or job-specific 
training. Businesses may decide who is worth additional training since they are investing 
in human capital. The pressure for profit leads to complex ethical issues (Newman and 
Beverstock, 1990); i.e., should organizations lay-off or retrain workers displaced by new 
technology? In some cases, it may be cheaper to retrain than replace workers who become 
obsolete in their old jobs. In other cases, it may be wiser to lay off a 60-year-old worker 
near retirement because the company can train a young worker faster. 
Anorve (1989) contends that the potential for misusing the workplace literacy 
programs by managers is real. He is concerned that workplace literacy programs can be 
used to admit few and eliminate many workers; i.e., managers will use testing for high-tech 
positions to justify getting rid of workers with low reading skills, and those who do qualify 
will have to perform additional tasks. Worst of all, more demanding communication skills 
criteria wiU be used to discriminate against those workers whose native language is not 
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English and who have an accent (Anorve, 1989). In the view of Anorve, the U. S. 
government and private industry have an urgent role to play in workplace literacy. But 
those in power have shown a lack of interest in considering comniunity-based analysis of 
the causes and solutions for workplace literacy. Instead, "those who control policy and 
funding have basically tried to maintain the status quo vis-a-vis work force education" 
(Anorve, 1989, p. 41). Workplace literacy programs have die potential for helping either 
to reinforce or transform the conditions that support the development of literacy problems 
in the first place (Fingeret, 1990). Newman and Beverstock (1990) contend that 
management and unions must now consider how to address the complexity of these 
practical, ethical, moral, and economic issues. 
Lack of Consensus on the Definition for Workplace Literacy 
The term "workplace literacy" is widely used in the literature; however, there is no 
consensus on how it is defined precisely. Pelavin Associates, Inc. (1991) pointed out that 
workplace literacy generally is distinguished from basic skills education by its emphasis on 
improving job performance and productivity rather than a focus on improving basic skills 
of individuals for general use which include reading, writing, math, problem-solving, and 
communicating in English. 
Basic skills and workplace literacy are often used interchangeably. Workplace 
literacy has been defined as the literacy skills needed to perform work successfully (Imel, 
1988). According to Mikulecky (1987), workplace literacy is the application of basic skills 
to complete job tasks. A simpler definition is what Philippi (1988) calls job-specific 
reading, writing, and computation. "Workplace literacy and basic skills are very similar in 
definition, except workplace literacy ties basic skills to performance of specific job tasks" 
(Pelavin Associates, Inc., 1991, p. 15). According to the description of individual 
workplace literacy programs, not all workplace programs teach job-specific skills. It was 
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found that many workplace literacy programs offer general basic skills training at 
worksites including ABE or GED classes (Field, 1987; Dunn-Ranking and Beil, 1989). 
Workforce literacy is another synonymous term for workplace literacy. Chisman 
and Campbell (1990) explain that a new term has entered the lexicon in the 1980s, 
"workforce literacy or basic skills needed to function effectively in the economy" (p. 145). 
This concept includes many other skills that workers are expected to perform in addition to 
the five basic skills (reading, writing, math, problem-solving, and communicating in 
English). Such skills are: the ability to work and learn independently; work cooperatively 
with others; respond quickly and flexibly to new situations; juggle multiple tasks; and 
decide what one needs to know and then find the information. In other words, these skills 
include many of the abilities and attitudes traditionally required for managerial and 
technical jobs. According to Camevale et al. (1989), employers include in the definition of 
workplace literacy skills such as 1) learning to leam, 2) listening, 3) problem-solving, 4) 
creative thinking, 5) self-esteem/goal-setting/career development skills, 6) 
interpersonal/teamwork/negotiation skills, and 7) organizational effectiveness and 
leadership. 
The lack of consensus in defining workplace literacy programs has made it difficult 
to compare studies of individual programs and draw generalizations. Galin (1990) 
contends that "no one definition of workplace literacy effectively satisfied die complex 
web of goals and needs of the various and competing voices represented by the term" (p. 
3). The author also explains that we need to take into consideration how our perspectives 
frame and deteimine what we understand as workplace literacy and how this understanding 
frames the roles of all parties involved. 
Another factor that adds to the difficulty of comparing individual programs is that 
most of the workplace literacy programs nominate their programs with names other than 
workplace literacy (i.e., skills enhancement programs, success program, business writing. 
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pre-apprenticeship, job and life skills, workplace education programs, project learn, 
industry immersion programs, career skills enhancement, project power, working smart). 
Avoiding the connotation of literacy seems to have some relation to participation and 
retention rates of learners (Pelavin Associates, 1991; Department of Education, 1992). 
The definition of workplace literacy for the purpose of this investigation is more 
than just being able to read and write, the combination of skills necessary to function 
successfully in the context of workplace, in the performance of a job. These skills include: 
decision making, critical thinking, problem-solving, computation, and speaking and 
writing in English effectively. 
Evaluating the Outcomes and Effects of Workplace Literacy Programs 
The National Workplace Literacy Program was created in the belief that workers' 
level of basic skills will contribute significantly to American global competitiveness. The 
objective stated in the statute creating the program was that programs funded should be 
designed to improve the productivity of the workforce through improvement of literacy 
skills needed in the workplace (Sticht, 1991). 
Improvements on basic skills 
Basic skills improvement, literacy transfer from one type of task to other types of 
tasks, and the development of work-based measures are some of the major issues in 
workplace literacy. 
There are several assumptions about the relationship between basic skills 
attainment and job performance and changes in employee work attitudes, but little 
documentation (Collino et al., 1988; Mikulecky and Lloyd, 1992). Success in workplace 
literacy must be judged in terms of what is learned and how learning affects job 
performance. Assessing what is learned requires valid and reliable measures that relate 
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learning gains to job-based outcomes (U. S. Department of Education, 1992). Such 
measures do not yet exist. 
Project Winamac (1992), funded by the National Workplace Literacy Program, 
offered workplace literacy training for hourly employees in partnership with the "El Tip-
Wa Adult Learning Center" in Indiana. Final evaluation reports included outcomes of 
workplace literacy training expected by top managers related to improvement in job 
performance, job satisfaction, literacy skills level, self-esteem, and increased productivity, 
among others. Data were collected using workers' self-report surveys and selected 
interviews with supervisors. However, according to the conclusions of the evaluation there 
is insufficient evidence concerning improvement of literacy skills and improvement of 
employee work attitudes, but there is some evidence of improvement of job performance 
and productivity. 
Other outcomes from workplace literacy training have been described in the 
evaluation reports of individual programs; however, results are not documented. These 
outcomes include improvement in basic skills (U.S. Department of Education, May, 1992; 
Santa Clara County Office of Education, 1991; Dickey, 1992; Hellman, 1990); 
improvements in job performance (Li and Mam, 1990; Collino et al., 1988); increased 
productivity (Li and Mam, 1990; Continuing Education Institute, 1990; Hellman, 1990); 
improvement in work attitudes (Li et al., 1990); impact on workers' lives, self-esteem, and 
influence on family (Castaldi, 1992; Coffey et al., 1990); and attainment of employees' 
personal goals (Wisconsin Workplace Partnership Training Program, 1991). 
Mikulecky and Lloyd (1992), funded by the National Center of Adult Literacy, 
conducted an evaluation of the impact of workplace literacy programs. The evaluation 
model to assess the impact of workplace literacy training was piloted at two sites: Delco 
Chassis, of Rochester, New York, and Cumberland Hardwoods, of Sparta, Tennessee. 
Each site has a well-established workplace literacy training program, offering courses 
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related to technical communication and basic skills training, GED preparation, and English 
as a second language. Researchers gathered data on productivity, learners' literacy 
attributes (i.e., beliefs, practices, processes, abilities and plans), and learners' families. 
Data were collected before and after each course, using interviews, questionnaires, cloze 
tests of reading ability, company records, and supervisor ratings of employees. Reports of 
the results indicate that"... instruction has produced some improvement in all of the areas 
assessed, but gains appear to be limited to areas direcdy addressed in class. There is 
apparently no transfer of learning into areas not covered by instruction" (p. 107). 
Pelavin Associates (1991) have evaluated 37 workplace literacy programs funded 
by the Federal government, and reported that one of the difficult things that programs have 
grappled with is the measurement of participants' progress. Also, they reported that most 
programs use standardized tests, mainly the Test of Adult Basic Education (TABE) and 
Adult Basic Learning Exam (ABLE), to evaluate employees' skill levels, even though 
those tests are not work-related. According to Mikulecky and Lloyd (1992), improvement 
in basic skill levels takes significant learner practice time. They observed, "gains do not 
come quickly. The average program takes approximately 100-120 hours of practice time 
for learners to make the equivalent of a year gain in reading ability" (p. 5). Auspos and 
others (1989) studied the implementation of Jobstar, and reported that several hundred 
learners in a pre-work literacy program in 13 diverse sites across the country average 132 
hours of basic education. Of the participants tested for reading gains using the Test of 
Adult Basic Education (TABE), an average .7 of a year gain in reading ability after 
approximately ICQ hours of instruction was demonstrated. 
Programs using materials which participants encounter during everyday activities 
appear to make more rapid gains, but still take from 50-60 hours per grade-level gain 
(Mikulecky, 1989). 
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Sticht (1982) reported that military enlisted men receiving 120 hours of general 
reading instruction averaged an improvement of .7 grade levels in reading ability. Enlisted 
men being trained with workplace materials improved 2.1 grade levels when reading work-
related materials during the same amount of time. Computer learning programs may also 
cut learning time slightly, probably since there is more reading practice and less discussion 
(Mikulecky et al., 1992). Participants work at their own pace. Haigler (1990) says that 
learners gained an average of 1.26 years of reading ability in an average of 78 hours of 
practice using computerized lessons in the JSEP job-related basic skills program. This is 
equivalent to about 63 hours of practice for a year of gain. 
Mikulecky et al. (1992) consider that linking learning gain to practice time can be 
somewhat deceptive and misleading. A sense of perspective is necessary. A gain of one 
year of reading growth in one-hundred-twenty hours of practice is a bargain compared to 
the experience of the average school child who spends over a thousand hours for a reading 
gain of one year. In addition, the more effective workplace literacy programs report 
reducing learning time to 50-70 hours of practice for a year of gain. "No program, 
however, has been able to consistently improve reading ability from low-level to high 
school or college standards in 20,30 or even 50 hours" (Mikulecky et al., 1992, p. 5). This 
is important to take into consideration because in many industries the standard training 
program is less than 30 hours. 
On the other hand, according to the results of the research, literacy gains appear to 
be limited to what was taught; there is little transfer to other areas not addressed by 
instruction (Mikulecky and Lloyd, 1992). Traditional academic methods for teaching 
reading, computation, and problem-solving have failed to give adults basic skills they use 
to function on the job (Mikulecky and Drew, 1988). Knowles (1984) contends that 
teaching literacy in a job context is more relevant for workers and, therefore, more 
motivating. The job literacy approach allows learners to draw on their work and life 
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experience so that they can easily make the connection between what they know and what 
they need to leam. This approach builds confidence and leads to improved performance on 
the job (Mikulecky et al., 1988; Philippi, 1988). 
Perkins and Salomon (1989), after reviewing the cognitive research from the late 
1970s through 1980s, concluded that: 
'To the extent that transfer does take place, it is highly specific and must 
be cued, primed, and guided, it seldom occurs spontaneously. The case for 
generalizable, context independent skills and strategies that can be trained 
in one context and transferred to other domains has proven to be more a 
matter of wishful thinking than hard empirical evidence" (p. 19). 
According to Mikulecky et al. (1992), the limitation of literacy transfers have 
serious implications for workplace literacy programs. This is especially true if programs 
attempt to use traditional, school-type materials. Sticht (1982) reports from research on 
the military that general literacy training did not u^ansfer to job applications. He now 
recommends a functional context approach which teaches literacy using the materials with 
which one is likely to function on a daily basis. 
Improvements in iob performance and productivity 
The major goal of the National Workplace Literacy Program is to promote 
American productivity. However, reliable and valid measures to link learning gains to job 
performance or productivity measures such as increased quality, output, lower staff 
tumover, increases in safety, attendance, and increase in loyalty to the company do not 
currently exist (U. S. Department of Education, 1992; Mikulecky et al., 1992). Until they 
do, precise impacts of workplace literacy draining on job performance will not be possible. 
Mikulecky et al. (1992) contend that most private and government organizations who 
offered workplace literacy programs do not measure the effect of such programs on job 
performance of the employees trained: "For the most part these organizations have 
regarded literacy programs more as philanthropic than as a business enterprise, and so have 
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not considered it appropriate to subject them to their usual cost-benefit analysis" 
(Mikulecky et al., 1992, p. 48), 
There are some indications that workplace literacy programs can have a positive 
influence on the effectiveness of the workers who attended the program. A relationship 
between basic skills and job performance has been documented in metacognitive aspects of 
skill attainment; that is, the ability to use reading, writing, and computation skills critically. 
Mikulecky and Ehlinger (1986), in a study of supervisors, workers, and Uainees in an 
electronic company, found that metacognitive factors of Uteracy are significantly 
correlated with job performance. Top job performers were better able to identify key 
concepts, summarize key ideas, and provide details related to these key concepts. Collino 
et al. (1988) mention that a Blue Cross/Blue Shield literacy program has decreased 
turnover, improved performance and promotion prospects, as well as increasing motivation 
and self-confidence among employees. Hargroves (1989) reported the results of a 15-year 
comparison of the Federal Reserve Bank's Basic Skills Development Center, which has 
obtained considerable success in training under-educated school dropouts up to a standard 
of job performance comparable to qualified entry-level workers. The bank's skill 
development program integrated basic skills with clerical training, supervised work 
experience, and counseling. 
Mikulecky and Lloyd (1992) in their pilot evaluation of the impact of workplace 
literacy programs, attempted to use some indicators of productivity related to attendance, 
accident and safety reports, and useful productivity suggestions made by employees. They 
reported that it is possible to gather such data with a minimum of effort of employers, but 
this information is not of great use if sample sizes are small (15-12 participants) and time 
between assessment is not very long. In spite of the sample sizes, the researchers found 
indications that some productivity gains relate directly to the time and amount of 
instruction received by learners. One of the conclusions reported is that there is a fairly 
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direct relationship between instruction and improved job performance: "Workplace 
literacy programs that focus on a specific goal can help learners improve" (Mikulecky et 
al., 1992, p. 101). 
Therefore, if the goal of workplace literacy training is increased productivity, 
programs should be focused on literacy skills that affect job performance (Sticht, 1991; 
Mikulecky et al., 1992; Philippi, 1992). 
As mentioned earlier in this section, there has been veiy little systematic evaluation 
of workplace literacy, even of its effect on employees' more general ability to cope with 
everyday literacy demands (Mikulecky et al., 1992). The Bottom Line: Basic Skills in the 
Workplace (1988), a joint effort of the Departments of Education and Labor in preparing a 
manual to develop workplace literacy programs and review of the literature, concluded that 
"very little research exists about the relationship of literacy to job performance. Much of 
what exists is sketchy and based on information obtained from studies conducted in the 
military" (p. 37), 
There are some obstacles that prevent researchers from estimating productivity 
gains due to improved literacy skills. Collino et al. (1988) observed that individual 
companies seldom estimate direct or indirect costs of employees' basic skills deficiencies. 
Even when companies evaluate their literacy programs, the results are not available to the 
public. Furthermore, such assessments rarely involve a study of how productivity may be 
affected (Mikulecky et al., 1992). "At best, management relies on informal feedback of 
supervisors regarding employee performance" (Collino et al., 1988, p. 9). 
According to Philippi (1992), when companies evaluate training, they generally 
assess effectiveness on four different levels: 
Level I To what extent do employees who participate in the training match 
critical organizational training needs? 
Level n To what extent do employees who were involved in the training master 
the content of the program? 
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I^vel ni To what extent does mastery of training transfer or impact positively on 
job performance? 
Level rv To what extent does changed job performance result in cost benefit to 
the organization? 
These evaluation levels differ significantly from traditional education evaluation 
criteria. Much evaluation of educational programs focuses on individual progress toward 
universally defined standards, i.e., grade levels or letter grades. When educators enter the 
workplace as providers of workplace literacy, it is important to carry out evaluations that 
provide meaningful information based on the existing values of the workplace community 
(Philippi, 1992). Also, Philippi (1992) provides some evaluation criteria for assessing the 
effectiveness of each level. 
Level I evaluation criteria for a workplace literacy program can be met effectively 
when internal or external program providers: 
• work with employers and employees to determine organization-critical job tasks 
and program goals; 
• identify the skill applications needed to perform those tasks competently; 
• develop a program that instructs on those skill applications through the use of job 
scenarios and materials as the vehicle for instruction; 
• collect pre- and post-program data on employee expectations and satisfaction 
with program content and delivery. 
Level n evaluation criteria can be met effectively when program providers; 
• collect representative examples of participants' work to demonstrate progress 
toward program instructional goals; and 
• develop and administer competency-based, parallel pretests and posttests, 
correlated with program goals and content, to determine progress of participants 
toward mastery of instructional content. 
Level ni evaluation criteria can be met effectively when program providers: 
• identify indicators for measuring performance of specific behaviors on critical 
job tasks; and 
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• collect ratings of performances, either by participants' supervisors or as employee 
self-ratings, on identified indicators pre- and post-program course cycles, to 
measure the amount of transfer from training to job performance. 
Level rv evaluation criteria can be met effectively when employers and employees: 
• examine areas in which critical job tasks are performed to determine the extent to 
which changes in performance ^ ter participation in workplace literacy training 
are saving or generating money for the organization. 
Most organizations use basic measurements of work output to meet product (or 
service) goals, emphasizing quality, quantity, variety, etc. related to what is produced or 
provided. Some common indicators that are measured include units produced, defect or 
failure rates, tasks completed, rework, scrap, backlogs, units sold, shortages, accidents, etc. 
There are also system goals which emphasize growtli, profits, modes of functioning, and 
return on investment. According to Philippi (1992), frequently used criteria are: 
productivity, processing time, operating costs, efficiency, amounts of overtime or lost 
time, performance/cost ratio, etc. In addition, hygiene benefits (Philippi, 1992), or spill­
over effects (Brinkerhoff, 1988) like reduced turnover, absenteeism, increased loyalty, etc., 
and reduction in accidents are also used to conduct cost-benefit or cost-effectiveness 
analysis (Philippi, 1992). 
Though little research is available on methods to assess the impact on productivity 
of workplace literacy programs, more research and discussion exist on the general topic of 
the impact of traming upon productivity (National Research Council, 1979). When 
workers are producing an actual physical output, any change in the quantity or quality of 
that output can be measured for the same workers before and after training or a comparison 
can be made between the output of trained and untrained workers (Mikulecky et al., 1992). 
Programs that conduct such assessments are usually broad-range training programs 
which can compare the output of a trained plant, division, or work team to a comparable 
control group (Mikulecky et al., 1992). These measures are easiest to correlate with 
positive changes in performance; however, it is difficult to isolate training impact from 
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other variables that may be producing a cost benefit (Cascio, 1982; Kearsley, 1982). In 
addition, benefits can be rather diffuse and often take considerable time to find out, which 
makes cost analysis somewhat inappropriate as a tool for evaluating training and 
development activities (Philippi, 1992). Also, as Mikulecky et al. (1992) observe, 
assessing productivity impact at levels below the work team is often precluded because 
many companies do not collect productivity information (i.e., production and deficit rates) 
at the individual level, and not all the workers of a division attend the training. 
According to Philippi (1992), it is quite difficult for external workplace literacy 
program providers to be permitted access to an organization's profit and loss of quality 
figures because of the privileged and secure status of such information. For this reason, 
most providers are well advised to encourage program evaluations through which they can 
establish Level III indicators that demonstrate the amount of transfer of leaming to positive 
impact on job performance. 
The U. S. Department of Labor is in the process of developing and testing an 
assessment instrument related to workplace literacy. Also, an invitational priority was 
included in die application notice for the 1991-1992 National Workplace Literacy Program 
competition to encourage applicants to develop assessment systems that relate literacy 
gains to job performance (U. S. Department of Education, 1992). 
Effects of workplace literacy programs on personal ^nals of learners 
In evaluating the outcome of workplace literacy programs we shouldn't overlook 
the effects of those programs on learners' personal goals, which, according to Darkenwald 
(1986) and Fingeret (1984,1985), suggest that personal goals of under-educated adults are 
sometimes intrinsic and are often unrelated to economic performance or related only to 
employment, and that quality of life is not based on economic gains alone. Therefore, it is 
important to consider attainment of non-economic benefits. One intent of the present 
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investigation is tc find out the extent to which the workplace literacy program at John 
Deere helps learners to achieve their goals. 
Lytle (1990) suggests that performance measures miss a good deal of important 
information about adult literacy learning. In addition to gains in literacy skills, adults may 
make changes in what they believe, how they behave, and their aspirations. Lytle's 
conceptual framework suggests several dimensions which constitute a fuller understanding 
of adult literacy and adult literacy growth. These dimensions are learners' beliefs about 
literacy and themselves, learner literacy practices, the literacy processes employed by 
learners while reading, and the plans a learner has which may involve literacy use. 
Mikulecky et al. (1992) adapted Lytle's framework to use in evaluating the impact of 
workplace literacy in two corporations. The results reported indicate some improvement 
in all these dimensions on employees involved in workplace literacy training. Specific 
findings reported by the researchers are learner improvement in their view of diemselves 
as literate, improve in home literacy practices, and in the ability of parents to model 
literacy practices to their children, gains occurred only in classes which focused upon 
home material. 
Beder and Hartwig (1992) conducted a two-, five-, and ten-year follow-up study of 
Iowa GED graduates. The main purpose of the study was to determine the short-, 
intermediate-, and long-term effect of earning a High School Equivalency Diploma (GED) 
in Iowa. They used a mail survey methodology of 2,500 randomly sampled participants. 
The researchers reported significant gains in economic and non-economic quality of life 
benefits. Economic gains include employment, hours worked per week, job skill levels, 
job satisfaction, personal income, reduction in welfare, job quality, property acquisition, 
and personal saving. The non-economic quality of life benefits obtained by the 
participants as a result of passing the GED tests include: enhanced parenting skills. 
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increased contribution to the community, self-esteem, and perceived improvement of 
quality of general life. 
In a case study of ten workers who participated in workplace literacy trauiing 
sponsored by the consortion for workers' education, a collaboration among 22 unions, 
Castaldi (1992) reported the impact of the program on workers' oral and written skills, as 
well as the impact on workers' lives, such as self-esteem, which allowed them greater 
opportunities on the job and in their everyday life and aspirations for the future. As a 
result of the program workers became more future-oriented and articulated better personal 
and family goals and the influence on the family; i.e., parents influenced their children to 
develop ambitions beyond high school. 
Johnston (1985) observes that beliefs about the needs of adult literacy learners 
affect how literacy programs are conceptualized and how adults' motivation for 
participation are viewed. Not only do teachers' expectations of learners vary, but teachers 
and learners sometimes value or emphasize different dimensions of achievement. 
Chamley and Jones (1979) found that learners attended adult literacy programs in order to 
achieve personal and social goals, such as developing better family and work relationships 
and participating in civic duties. In an investigation of North Carolina adult basic 
education (ABE) programs Fingeret (1985) reported that teachers viewed success mainly 
in terms of movement through the schooling level, while learners consider success as their 
ability to apply reading, wiiting, and math to the demands of their daily lives and as 
positive changes in their relationships with family and friends, and their ability to change 
the circumstances of their lives or to attempt such a change. Also, learners expressed 
school articulations of success in terms of gains in subskills and social mobility. 
Dickey (1992), in the final evaluation reports of the project L.E.A.R.N. (Literacy, 
Employment, Advancement, Readiness Network), funded by the National Workplace 
Literacy Program in collaboration with three corporations and Wallace State Community 
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College (Alabama), and two Adult Basic Education providers, where 434 workers were 
trained, found that only 25% of the workers performing at the ninth grade level or better 
passed the high school equivalence test compared with a goal of 90%. However, the 
evaluator explains that in many cases this was not a priority goal for learners and at least 
32% of the participants are involved in other adult education classes. However, results are 
not documented. 
Lytle and Wolfe (1989) observed that data related to sources of adult motivation to 
achieve in school-like settings is elusive. Studies that confirm adults' intention to seek 
their General Educational Development (GED) certificates leave some important questions 
unanswered. 
Debates about intention and goals are related to the present interest in workplace 
literacy. As is discussed in previous sections, entry level positions are becoming more 
complex and therefore require better literacy and computation skills. Adults entering 
workplace literacy programs may have expectations about job mobility and opportunities 
to change their life circumstances that may not be satisfied (Lytle, et al., 1989). As 
Fingeret (1990) contends, rather than empowering more of the entry level positions they 
should try to maintain the current distribution of power. Furthermore, according to the 
literature review, most of the reasons adults give for participation in educational programs 
are related to the achievemet of goals that benefit themselves or others (Knox, 1981). 
Many adult learners enroll in literacy programs as a route to employment or advancement 
of employment, while other participants in workplace literacy programs bring to the 
program, or develop, a wider range of goals and interests (Darkenwald and Valentine, 
1984). This situation raises questions about the content of curriculum in workplace 
literacy programs and the ways in which those programs can respond to participants' needs 
and evolving concerns (Lytle et al., 1989). 
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The role of learners in programs, activities, and management also has been related 
to the degree of responsiveness of those programs to workers' needs and goals. Kalamas 
(1987) ascertains that adults learn what they consider important; furthermore, they know 
what goals are important for them and tend to do best in educational experiences that 
provide what they value. Jurmo (1989) contends that literacy education is organized to 
teach the skills determined by professionals and others in power, not by educators and 
learners acting collaboratively. Indeed, learners have not been included to any large extent 
in any conversations about the purposes or goals of programs, curriculum, or the criteria 
for evaluation. Fingeret (1989) observes that learners continue to be viewed as objects 
who are to be recruited, retained, and taught in organizations that have been created by 
others. 
According to Soifer, Young, and Irwin (1989), everyone who is concerned with 
workplace literacy—management, unions, teachers, and leamers--must get used to the idea 
of workers who can think, make decisions, and contribute. Fingeret (1989) suggests that to 
participate in workplace literacy programs learners must do more than show up for classes 
and passively do what they are told to do. Instead, learners must take on higher 
responsibilities and reward vis-a-vis program activities. This broad process of 
collaborative work among learners and staff is being called a participatory model (Fingert, 
1990, 1989; Jurmo, 1989) or learner centered (Anorve, 1989). Advocates of the 
participatory approach in literacy education contend that active learner participation has 
the potential to increase program efficiency, help achieve the goals of learners, enhance 
learners' personal development, and enable them to transform the large social context in 
which they live (Jurmo, 1989). Participatory programs are stii) in the minority, especially 
in workplace settings. Sharing the power among learners and staff remains threatening to 
many and it is difficult to achieve (Fingeret, 1990). 
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There is a dilemma in reaching a congruence between the goals of learners and 
employers; i.e., when curricula for workplace literacy programs are designed by educators 
and employers without workers' involvement, content may not reflect workers' analysis of 
their own needs and interests. Even though the resulting program may integrate skills and 
job-related content, it still may be alienating or in other cases be inappropriate (Fingeret, 
1990). Learner involvement has been cited as one of the key elements in successful 
workplace literacy programs (Pelavin Associated, 1991; Mikulecky et al., 1992; Fingeret, 
1990; Anorve, 1989). Worker participation in workplace literacy programs is mosdy in 
curriculum development. However, when the program is a collaboration between labor 
and management, learners are provided with more opportunities to get involved with the 
process~and activities of it. 
The cafeteria workers skills enhancement training (SET) program is an example of 
a worker-driven project, where workers were involved in all stages of the project. The 
union's active participation has facilitated this worker involvement, from pre-proposal 
focus groups to curriculum design, recruitment, and program evaluation. According to the 
U, S. Department of Education (1992), SET was considered an exemplary project. SET 
took a joint labor-management education approach to workplace literacy. The project 
served the cafeteria workers represented by the Food and Beverage Workers Union at 14 
large food service businesses in Washington, D.C. The cafeteria jobs employing the 
3,000-plus members of the union are part of Washington's fast-growing food service 
industry. Final evaluation results of the program indicates participants improved their 
basic skills and applied them on the job. Improvement of communicadon skills is 
considered as particularly beneficial because it enables workers to engage in problem 
solving (U. S. Department of Education, 1992). The spillover effects of the program are 
related to the home and community life of participants. These effects included use of the 
skills learned in reading to their children, helping them with math, setting an example of 
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studying in the evening, and taking an active role in community activities (U. S, 
Department of Education, 1992). 
According to the Indiana state AFL-CIO (1990), many unions have negotiated 
significant financial resources for workplace education as part of collective bargaining 
agreements. Unions and employers have realized that raising workers' basic skill level can 
benefit the employer, the union, and individual workers. Collective bargaining agreements 
provide financial support for workplace literacy, while protecting the rights of individual 
workers (Indiana State AFL-CIO, 1990). Also, unions can influence the curriculum for 
workplace literacy development by emphasizing the needs of the workers rather than 
simply training workers to respond to needs as defined by employers (Fingeret, 1990). 
However, although today's corporate climate calls for increased investment in workers' 
education, too many employers are unwilling to invest in training, particularly skills not 
related to the job. On the other hand, labor unions hold a somewhat different view of 
workplace literacy programs than does management. Unions believe that workplace 
literacy programs should involve more than just work skills. Union programs focus on 
education of the whole worker's life, not just for work. Unions want to educate workers 
for high-skill, well-paid, permanent jobs, not for low-skill, subsistence wage jobs 
(Education Writer Association, 1991). Unions also believe that workplace literacy 
education is only one component of a more productive workforce, and it needs to go hand-
in-hand with having the right technologies and re-structuring the workplace for better 
results. Thus, labor-management joint workplace literacy programs have the potential to 
help learners to achieve their goals as well as employer goals. 
Brookfield (1986) observes that the needs identified by learners and by others can 
be distinguished as felt and prescribed needs. Felt needs are those wants, desires, and 
wishes of learners, while prescribed needs are "premises upon educators' beliefs 
concerning the skills, knowledge, behavior and values that they feel adults should acquire" 
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(p. 222). According to Galbraith (1990), it is inappropriate to plan an educational program 
for adult learners only on a felt needs approach and it is equally unacceptable to develop a 
program totally on needs perceived by others. Combining felt and prescribed needs is a 
more rational approach. Also, it can foster an environment that ensures greater 
participation and desire to persist and achieve the educational experience. Furthermore, 
programs that integrate workplace literacy skills and general literacy provide content 
knowledge adults need to operate successfully in society (Alamprese, 1988; Sermiento, 
1991; Fingeret, 1990). 
Effects of workplace literacv programs on ioh satisfaction 
There is little, if any, study of the effects of workplace literacy training on job 
satisfaction, organizational commitment, and job involvement. The literature about job 
satisfaction and organizational commitment is very extensive. Job involvement has 
received less research attention, compared to job satisfaction and organizational 
commitment. 
Smith, Kendall, and Hulin (1969) define job satisfaction as "the feelings a worker 
has about his job" (p. 6). According to Muchinsky (1987), job satisfaction is an emotional 
affective response, like any feeling of satisfaction. Affect refers to feeling of like or 
dislike. Thus, job satisfaction is the extent to which a person derives pleasure from a job. 
Locke (1976) defines it as a pleasurable or positive emotional state resulting from the 
appraisal of one's job or job experiences; while morale is a group response, satisfaction is 
strictly an individual response. The morale of a group could be high, while a person in that 
group could be dissatisfied. Similarly, job satisfaction is distinct from job involvement 
(Muchinsky, 1987). People who are highly involved in their jobs take their work 
seriously, and their feelings are strongly affected by job experiences. Involved individuals 
probably will feel very satisfied or dissatisfied with their jobs depending on their degree of 
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success in them. Individuals who are not involved will probably experience less extreme 
responses (Muchinsky, 1987). 
Several theories have been proposed to explain why people are satisfied with their 
jobs. None of them have found strong empirical support, which suggests that job 
satisfaction is a complex phenomenon with many causal bases and that no one theory to 
date has been successful in integrating all of them. 
Surveys have been developed for measuring job satisfaction, as they have been for 
other attitudes. Some have been used extensively, while others were developed for a 
single study. There is nothing wrong with each researcher developing a measure, but the 
measurement must be reliable and valid (Muchinsky, 1987). However, comparing studies 
that use different measures may be a problem. Some surveys measure global satisfaction 
and others facets of satisfaction but not always the same facets. Thus, the literature on job 
satisfaction is confusing. 
In recent years, more researchers are using standardized surveys. This allows a 
cross-study comparison. Three surveys are particularly popular and have been the objects 
of intensive research: the Job Descriptive Index (JDI), developed by Smith, Kendall, and 
Hulin (1969), is the most-often used and most-researched measure of job satisfaction. This 
instrument was used in the present research to measure the impact of workplace literacy 
training on job satisfaction with work itself. It should be noticed that the complete (JDI) 
scale measures 5 facets, or dimensions of job satisfaction. The Minnesota Satisfaction 
Questionnaire (MSQ) is the second most popular measure of satisfaction. It was 
developed by Weiss, Davis, England, and Lofquist (1967). Like the JDI, the MSQ also 
measures satisfaction with facets of a job; the difference with the JDI is that it measures 20 
facets of job satisfaction (Muchinsky, 1987). The third most common measure is the 
Faces Scale developed by Kunin (1955). This single-item scale is very different from the 
others. It measures global job satisfaction. 
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Job satisfaction and personal variables 
According to the literature reviewed, several studies have dealt with the 
relationship between job satisfaction and such personal variables as age, race, and sex. 
The results are only moderately consistent, that is, we cannot say that males are always 
found to be more satisfied than females or that whites are always found to be more 
satisfied than females or blacks. Age, race, and sex typically account for less than five 
percent of the variation in job satisfaction (Landy, 1985). Furthermore, when other 
variables such as education, occupational status, and pay are held constant, these 
differences disappear (Weaver, 1978). 
Age. Several studies indicate that global job satisfaction increases for males as 
they age (Hulin and Smith, 1965; Gibson and Klein, 1970; Morrow and McElroy, 1987). 
According to Glenn, Taylor, and Weaver (1977), the same results are found for women. 
The relationship between job facet satisfaction and age is not quite uniform. Hunt and 
Saul (1975) indicated that satisfaction with work, supervision, working conditions, and co­
workers increased with age in a sample of males, but the only significant positive 
relationship for females was for satisfaction with work. There was no relationship between 
age and satisfaction with pay for males; a negative relationship was found for females. 
Muchinsky (1978) reported different results, indicating that older employees were less 
satisfied on four of the five Job Descriptive Index (JDI) scales: supervision, pay, 
promotion, and co-workers. 
Sex. The research concerning the relationship between gender and job 
satisfaction has produced inconsistent results. Some studies report that males are more 
satisfied than females. Others report the opposite, and still others report no significant 
differences. Hulin and Smith (1964) indicated that gender differences in satisfaction are 
due to education, pay, and tenure; if these variables are controlled, both males and females 
are equally satisfied. In a study of government employees, Sausner and York (1978) 
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found, males were more satisfied in global satisfaction and were related to such facets as 
promotion, supervision, and work. However, when work differences between the sexes in 
education, pay, and tenure were controlled, there were no important differences. It appears 
that male/female differences per se do not account for much variance in job satisfaction. 
Rather, it is other variables (such as education) that are correlated with sex. 
Race. The research related to race and job satisfaction has been limited to white-
black differences. The results have been comparable in demonstrating that blacks and 
whites differ in many job-related attitudes (Bloom and Barry, 1967; Milutinovich, 1976; 
Slocum and Strawser, 1972; Weaver, 1975) and that blacks are generally less satisfied with 
their jobs than whites. Slocum and Strawser (1972) reported that black certified public 
accountants were less satisfied than their white counterparts in dimensions related to needs 
for esteem, autonomy, self-actualization, and compensation. In 1980, Weaver reported 
whites were more satisfied witii their job overall. Weaver (1980) extended his research to 
correlate job satisfaction and found little difference between blacks and whites in 
satisfaction with various job aspects. 
Race and sex, together with pay, occupational prestige, supervisory position, and 
work autonomy, explain less than six percent of the variation in job satisfaction (Weaver, 
1977). 
It is surprising that variables which have been the focus of so much interest 
with respect to job satisfaction have so little explanatory power. This 
finding should reinforce recent efforts to expand the traditional explanatory 
framework for job satisfaction by examining the effects of new independent 
variables (Weaver, 1977, p. 444). 
Job satisfaction and iob behavior 
The relationship between job satisfaction and job behavior may also have impact 
on productivity. 
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Performance. Probably no other topic has generated as much interest as the 
relationship between satisfaction and performance. The reason is obvious. We would like 
employees to be both happy and productive (Muchinsky, 1987). Most research indicates 
the two are only slightly related. Research favors the argument that performance causes 
satisfaction rather than vice versa. A review of many satisfaction-performance studies by 
laffaldano and Muchinsky (1985) revealed that the best estimate of the true correlation 
between the two concepts, controlling for a variety of sources of statistical error, is .17, 
which is very small. The implication is that organizational attempts to enhance both 
worker satisfaction and performance simultaneously will be unsuccessful (Muchinsky, 
1987). The reason is that the two concepts are, for the most part, unrelated. Jacobs and 
Solomon (1977), who were interested in the conditions under which satisfaction and 
performance are related, reported that employees who are paid based on their performance 
experience stronger satisfaction. 
Absenteeism. Job satisfaction is slightly correlated with absenteeism; low 
negative correlations are most often reported. Porter and Steers (1973) and Muchinsky 
(1977) have shown that rarely does the correlation between satisfaction and absenteeism 
exceed -.35. Nicholson, Brown, and Chadwick-Jones (1976) concluded that many other 
factors intervene in the satisfaction-absenteeism relationship. The Steers and Rhodes 
(1978) model presents some of these mediating factors, particularly the importance of 
pressure and ability to attend. 
Turnover. The relationship between dissatisfaction and turnover is fairly 
substantial. Correlations in the vicinity of .40 have been common. However, as with 
absenteeism, the relationship is not direct. People do not quit their jobs simply because 
they are dissatisfied. Mobley (1977) and Mobley et al. (1978) describe some factors that 
intervene between satisfaction and turnover, such as the attractiveness and relative cost of 
other employment. Muchinsky and Morrow (1980) maintain that tiie relationship between 
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job satisfaction and turnover may depend on the state of the economy. Mild dissatisfaction 
may lead to turnover when there are plenty of jobs, while feelings of strong dissatisfaction 
may be endured if Uie only other option is unemployment. 
Effects of workplace literacy programs on organizational commitment 
A three-part definition of organizational commitment consists of an employee's: 1) 
desire to stay witii the organization; 2) acceptance of and belief in the organization's goals 
and values; and 3) willingness to exert a conscious effort on the organization's behalf 
(Mowday, Steers, and Porter, 1979; Morrow 1983; Luthans, Baack, and Taylor, 1987). In 
other words, the commited employee identifies with the organization (attitudinal) and 
displays this identification through his/her performance and tenure (behavioral). This is 
beyond passive loyalty; it is an active membership in the organization combined with a 
desire to contribute to the organization's well-being. Furthermore, it involves boUi 
attitudes and actions. 
There is littie, if any, study related to the effects of workplace literacy programs on 
organizational commitment. However, according to tiie literacy review and evaluation 
results of individual programs, it was found that the objectives of employers providing 
workplace literacy programs to include reduce turnover, to continue employment, and 
advancement on the job. Howden (1990), in the final evaluation of the Palm Beach Post 
Newspaper program funded by the National Workplace Literacy Program in Florida, 
indicated that employers' objectives in providing the program was to reduce turnover and 
continue employment. Kissam and Associates (1991) conducted the evaluation of the 
California Human Development workplace literacy project, a federally-funded program to 
provide bilingual instruction in 15 worksites for 22 weeks. The evaluator found tiiat 
employers and workers had different objectives in the educational process. Learners 
wanted workplace literacy programs in order to move on to different jobs, while employers 
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wanted improvement of worker skills for current jobs. We don't know if workplace 
literacy programs have an effect on organizational commitment. Morrow, McElroy, and 
Blum (1988) have studied work commitment among a sample of transportation employees, 
to examine differences associated with length of service, sex, and position in the 
department They reported that long-tenured and supervisory employees manifest higher 
levels of commitment. In their conclusion, they suggested that an organization can foster a 
climate of commitment to the degree it is able to retain its employees and train them to 
assume supervisory positions, which implies that employee training may have some effects 
on employee commitment to the employing organization. One of the purposes of the 
present investigation is to find out if workers who attended the workplace literacy program 
are more committed to the company, compared with the group who did not participate in 
the program. 
Even though there is little information about the effect of workplace literacy 
programs on organizational commitment, there is a large body of literature on 
organizational commitment. The definition of organizational commitment is veiy diverse, 
as well as the reported findings; therefore, summarizing is very difficult. For the most 
part, organizational commitment is considered desirable, if not crucial, to the organization. 
However, the definition of the concept varies. The result of such inconsistency has been 
the introduction of at least 25 concepts and measures of work commitment (Morrow, 
1983). 
Conceptualizations tend to be either member-based (e.g., Salancik, 1977; Kiesler, 
1971; Becker, 1960; Hrebiniak and Alutto, 1972; Porter and Miles, 1973), or organization-
based (e.g., Blau, 1987; Kotter, 1973; Grusky, 1966; Steers, 1977; DeCotiis and Summers, 
1987), or both (e.g.. Angle and Perry, 1983). The definitions of organizational 
commitment can also be categorized as behavioral (e.g., Salancik, 1977; DeCotiis and 
Summers, 1987; Mowday, Steers, and Porter, 1979) or attitudinal (e.g., Pinder, 1984; Blau 
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and Boal, 1987; Wiener, 1982), although Hrebiniak and Alutto (1972) suggest that each 
individual approach is lacking. Indeed, the preferred definition of late consists of three 
dimensions: 1) desire to stay with the organization, 2) acceptance of and belief in the 
organization's goals and values, and 3) willingness to exert a conscious effort on the 
organization's behalf; and includes both attitudinal and behavioral facets (e.g., Zahra, 
1984; Mowday, Steers, and Porter, 1979; Morrow, 1983; Luthans, Baack, and Taylor, 
1987). 
In general, organizational commitment has been found to be positively related to 
such antecedents as age, tenure, and internal locus of control. Luthans, Baack, and Taylor 
(1987) included locus of control, age, educational level, time spent with supervision, and 
both organizational position and tenure in the list of demographic variables related to 
commitment. The researchers' results indicated a significant relationship between 
demographics and commitment. As expected, their findings support previous studies. 
The finding about the relationship between internal locus of control and 
commitment was found to be strong, possibly due to the internal needs of cognitive 
consistency (Luthans, Baack, and Taylor, 1987). Such results are found quite consistently 
across studies, though they are typically weak. Age, educational level, and tenure were 
also found to have significant impacts on organizational commitment (Luthans, Baack, and 
Taylor, 1987). This means that older workers, workers with higher education levels, and 
workers with longer tenure tend to be more committed than their peers. Also, Gmsky 
(1966) reported a positive relationship between length of service (tenure) and commitment, 
due basically to the perception of time investment. Similarly, increased age increases 
commitment (Hrebiniak and Alutto, 1972), apparentiy due to the accrual of investment in 
the present organization and the decreased attractiveness of older workers to other 
organizations. In contrast, younger workers who have not yet made as large an investment 
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in the company are not as committed as the older workers. Aranya and Jacobson (1975) 
also found a similar positive correlation between age and organizational commitment. 
Education has been found to be inversely correlated to commiunent to the firm, 
though the correlations found were weak. In other words, the higher one's level of 
educational attainment, the more career alternatives workers should have, and therefore, 
the less likely the individual feels committed to any one organization. Hrebiniak and 
Alutto (1972) reported that those who planned to continue their education were less 
committed to the company than were those with no such plans. Intention to become 
further educated, it is theorized, signals cosmopolitanism or professionalism, both 
antitheses of commitment to the present employer. 
Significant relationships between organizational commitment and organizational 
decentralization, functional dependence, formalization, and role conflict or ambiguity have 
also been reported (e.g., Morris and Steers, 1980; Luthans, Baack, and Taylor, 1987; 
Mayes and Ganster, 1988; Hrebiniak and Alutto, 1972). It seems the better the fit between 
the worker and the organization, the greater the organizational commitment tends to be 
(Luthans, Baack, and Taylor, 1987). 
Organizational commitment also has been related to outcomes such as lower 
absenteeism (e.g.. Steers, 1977) and turnover rates (e.g., Mayes and Ganster, 1988), and 
greater employee effort (e.g., Pinder, 1984). Mayes and Ganster (1988) indicated that the 
goal acceptance and motivation segment of commitment are significantly related to the 
precursors of turnover. They explain that individuals who are committed to the 
organization are less likely to quit and more likely to express themselves in dissatisfying 
situations. Furthermore, they note that committed workers are probably less likely, 
regardless of dissatisfaction, to try to make changes in the organization. Committed 
workers tend to accept the firm as it is. This corresponds to De Coties and Summers' 
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(1987) view that highly committed workers will forgive an organization's minor, or 
perhaps not so minor, imperfections and remain. 
The desire or willingness to stay with the firm is considered by many to be an 
attitude which prevents turnover (Hrebiniak and Alutto, 1972). De Coties and Summers 
(1987) contend that the desire to stay should be considered a consequence, rather than an 
element, of organizational commitment. 
Organizational commitment also has been related to outcomes such as lower 
absenteeism (e.g.. Steers, 1977) and turnover rates (e.g., Mayes and Ganster, 1988), greater 
employee effort, and feelings of comfort and security (e.g., Pinder, 1984). 
Effects of workplace literacv on job involvement 
Job Involvement is defined as an employee's psychological identification with a 
particular job (Kanungo, 1981). The job-involved person is one for whom the job plays a 
central part in his/her life and who is affected personally by employment circumstances 
(Cook, Hepworth, Wall, and Warr, 1981). 
The various definitions of job involvement typically fall into three broad 
categories: one emphasizing a performance/self-esteem relationship (e.g., Rabinowitz and 
Hall, 1977; Pinder, 1984; Mudrack, 1989); one a component of self-image (e.g., Saal, 
1978); and one a socialized value orientation toward work (e.g., Wiener and Gechman, 
1977; Lodahl and Kejner, 1965) and a behavior (e.g., Wiener and Gechman, 1977), as well 
as a combination of the two (e.g., Pinder, 1984). The approaches of psychologists and 
sociologists can also be distinguished. 
As Kanungo (1982) asserts, job involvement research has been laden with 
conceptual and measurement problems. The blurring of antecedents and consequences and 
the overlapping with other constructs are partly to blame (Kanungo, 1982). Among the 
antecedents which have been linked with job involvement is work autonomy. Pinder 
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(1984) found that workers with the authority to make decisions relative to their jobs tend to 
be more involved in their jobs as well. Rabinowitz and Hall (1977) found a positive 
relationship between the magnitude of one's job involvement and the strength of both 
one's growth needs and one's adherence to protestant work ethic. Also, they found that 
tenure and scope of the job are positively related to job involvement. Lodahl and Kejner 
(1965), based on the results of their study of engineers and nurses, developed a profile of 
the highly job-involved indiviual. They found that this person was typically older, more 
satisfied with his/her work and opportunities for promotion, more satisfied with coworkers 
and his/her supervisor, ambitious, socially motivated, and upwardly mobile. 
Other research suggests job satisfaction, low absenteeism, and turnover as 
consequences of job involvement. Pinder (1984) indicated that employees who are highly 
involved in their jobs are more likely to be satisfied both with their jobs and the 
organizations by which they are employed. These relationships are not strong, however, 
and study results were actually mixed overall (Pinder, 1984). Gechman and Wiener (1975) 
have reported that job involvement may have a force behind the effort one puts into the 
job. Performance effectiveness, however, shows only a very weak, inconsistent correlation 
with commitment to the job. There is too little research at present to make any conclusion 
on this relationship. Pinder (1984) explains that various characteristics of the individual, 
the job, and the organization combine to cause some level of job involvement and job 
satisfaction, which not only affect the individual's performance, but are affected by it as 
well. Darden, McKee, and Hampton (1993), in a study of full and part-time sales people, 
found that part-time sales people react differently to participatory style, and job 
involvement, but not to organizational commitment. 
A very important outcome of low job involvement may be employee turnover. 
Wickert (1951), in a study of telephone operators and service representatives, found that 
those who had left their jobs reported less job involvement. However, it is unknown at 
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what point these employees became disinvolved. In a study of telemarketing 
representatives, Hafer and Moerer (1992) reported eight factors influencing turnover, 
which can be affected by management: 1) lack of organizational commiunent, 2) low job 
involvement, 3) role conflict, 4) work overload, 5) lack of challenge, 6) level of job 
satisfaction, 7) distributive justive, and 8) the level of group cohesion. They suggested that 
programs to reduce turnover should revolve around giving employees both extrinsic 
(economic) and intrinsic (psychological) reasons to stay; and new employees should be 
provided with the training needed related to those factors. The extreme case of job 
involvement, namely workaholism, can have outcomes both positive and negative for 
employees and the organization alike. The ideal seems to be high job involvement, falling 
just short of being obsessive (Machlowitz, 1980). 
Summary 
From the literature review we have learned that the workplace literacy movement is 
a relatively recent phenomenon, which started in the 1980s (Chisman and Campbell, 
1990), and took on national prominence by the perception that the United States as a 
nation was losing its competitiveness in the global market. Literacy has been linked to 
productivity and competitiveness (Benton and Noyelle, 1992) and viewed by government 
and employers as a solution to economic problems. The field of workplace literacy is 
becoming a growth industry within the education and training community (Kerka and 
Imel, 1993). Workplace literacy programs are developed with the goal of upgrading 
workers' basic skills so that they can perform more effectively in increasingly complex 
work environments. As workplaces increasingly become the setting for literacy learning, 
issues about the breadth or narrowness of the curriculum (Lytle and Wolfe, 1989; Fingeret, 
1990; Jurmo, 1989), about the congruence between the goals of learners and their 
employers (Lytle et al., 1989), about changes in the organization of work structure to move 
45 
to high performance organizations (Stein and Sperazi, 1991), and about enhanced literacy 
and job mobility are being raised (Sermiento, 1991). 
Effective workplace literacy programs need to respond to employer and worker 
needs. However, employers' goals in many cases are different from that of workers, 
although many adult leamers do seek workplace literacy as a route to maintain current jobs 
or for job mobility or advancement in the workplace. OUier participants have a wider 
range of goals and interests (Darkenwald and Valentine, 1984; Fingeret, 1985). This 
situation raises questions about the breadth of curriculum in workplace literacy and the 
ways in which they can respond to participant goals (Lytie et al., 1989), workers' 
involvement in the program, labor union participation, and re-structuring the work 
organization have been suggested as a means to respond to botii employers' and workers' 
goals (Fingeret, 1985; Anorve, 1989; Jurmo, 1989; Mikulecky et al., 1992; U. S. 
Department of Education, 1992; Indiana State AFL-GIO, 1990). 
There is a lack of consensus in defining workplace literacy. This fact, together 
with the nature of the programs and using other names for nominating those programs, has 
made it difficult to compare studies of individual programs and make generalizations. 
Even though millions of dollars have been spent, there is littie research on workplace 
literacy. Most studies are descriptive of tiie service provided (Alamprese, 1988; Chisman, 
1989). Empirical data identifying elements or procedures associated with effectivenev-JS, 
particularly improved on the job performance and gains in literacy skills, are not available 
(Pelavin Associates, Inc., 1991). Few programs report rigorous evaluation on learning 
gains, impact on job performance and productivity, attainment of learner goals, or changes 
in work-related attitudes (Mikulecky and Lloyd, 1992; Sticht, 1991; U. S. Department of 
Education, 1992). Furthermore, Uie absence of reliable measures to link learning gains to 
productivity measures such as increased quality, outputs, and lower staff turnover are not 
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yet available. In most evaluation programs the norms reference test is used to measure 
improvement in basic skills even though those tests are not job related. 
It is assumed that workplace literacy programs have positive effects on work-
lelated attitudes including job satisfaction, organizational commitment, and job 
involvement and job performance, and have the potential to help workers achieve their 
personal goals, at the same time improving basic skills. But, there are few studies related 
to those effects. The intent of this investigation is to find out those effects. 
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CHAPTERS. METHODOLOGY 
The purpose of this research was to examine the effects of the Workplace Literacy 
Training (Pre-Apprenticeship) training on workers' goal attainment, job performance, and 
personal life. It was also used to examine the impact of the training on employees' work 
attitudes including job satisfaction, organizational commitment, and job involvement. This 
chapter describes the methods of the research and is organized under six major 
subheadings; Research Design, Survey Instruments, Population, Protection of Human 
Subjects, Data Collection, and Data Analysis. 
Research Design 
The design of the study was to compare groups of participants and non-participants 
in literacy training. The questions concern whether workplace literacy training affects 
attitudes related to individuals' jobs and their work performance. The non-participant 
group served as a control group. 
Survey Instruments 
A survey instrument designed to gather data for the study was developed based on 
the literature review and interviews with members of the researcher's graduate committee. 
The questionnaire was structured in five sections (see Appendix A): section one contains 
demographic information, section two contains information related to attainment of goals 
and job performance, section three includes information related to job satisfaction, section 
four contains information about organizational commitment, and section five contains 
information about job involvement. Concise directions appeared at the beginning of each 
section. 
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Demographic information. The questionnaire was designed to elicit information 
related to gender, age, education, organizational tenure, and positional tenure, that is, 
number of years in the present job. 
Attainment of goals and joh performance. Attainment of goals and job 
performance were measured using a 15-item questionnaire developed by the researcher. 
This instrument employed a Likert-type scale with responses ranging from (1) none, (2) a 
little, (3) some, to (4) a lot. One question of this section used a 5-point set of responses 
ranging from (1) no help at all, (2) almost no help, (3) I do not know, (4) of some help, to 
(5) extremely helpful. In addition to these scales, this section included yes/no questions 
and open-ended questions. 
Cronbach's alpha reliability for this sample is: .85 (for sub-secdon 1, items 5 to 
11) and .64 (for sub-section 2). Results of factor analysis of item 4, containing 11 
statements, indicate the possibility of multidimentionality of this item, suggesting 5 
dimensions (see Appendix B). 
Job satisfaction. Job satisfaction was measured using the Job Description Index 
(JDI) developed by Smith, Kendall, and Hulin (1969). This popular standardized 
instrument purportedly evaluates five facets of job satisfaction: 1) the work itself; 2) pay; 
3) promotional opportunities; 4) supervision; and 5) co-workers. This study used only the 
first facet or dimension of job satisfaction, namely, satisfaction with the work itself, which 
contained 18 items. In relation to this dimension a list of adjectives were presented to 
which the respondents answered "yes," "no," or "?," if they couldn't decide whether or not 
the work described that aspect of their jobs. In order to summarize and quantify the 
results, "yes" responses were given a value of 3; "no" responses were given a value of 0; 
and "?" responses a score of 1. The scores were then subtotaled and divided by the number 
of items (18) to produce a 0 to 3 range of scores for the work satisfaction dimension. 
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The scoring system adopted here has been found appropriate by Hanisch (1992) 
who surveyed a sample of 548 individuals in a large university using the work dimension 
of the JDI and found that the asymmeuic scoring 3,0,1 is a better reflection of the 
meaning of the different response options of the work dimension as well as the validity of 
it. Cronbach Alpha Reliability using 3,0,1 scores were slightly bigger than when using 
the 3,2,1 options. Study results support Smith's et al. (1969) proposition that scoring of 
the "?" option should be a more negative than positive response since individuals identified 
as dissatisfied responded to the items with "?" options more than did individuals identified 
as satisfied. 
This instrument was chosen because of its wide use in research measuring job 
satisfaction. Price and Mueller (1986) reported considerable evidence regarding both 
validity and reliability of the JDI. The coefficient alpha for this sample is 0.89, which is 
consistent with previous researchers (e.g., McElroy and Morrow, 1989) who reported 
reliabilities ranging from .79 (satisfaction with pay) to .90 (satisfaction with coworkers). 
Mullen (1992) found an alpha of .79 for the work satisfaction scale. Yeager (1981) 
suggested that the JDI may measure more than five facets or dimensions of job satisfaction. 
Results of factor analysis of the work satisfaction scale in the present study indicate the 
possibility of multidimensionality of this scale suggesting three dimensions which can be 
named as self-satisfaction, creativity, and complexity (see Appendix C). 
Organizational commitment. Organizational commiunent was assessed using the 
9-item short form version of the Mowday, Steers, and Porter (1979) Organizational 
Commitment Questionnaire (OCQ). The items of this instrument were developed based 
upon a three-part definition of organizational commitment: 1) acceptance of and belief in 
organizational goals and values; 2) a willingness to exert substantial effort; and 3) a 
concrete desire to maintain an active membership in the organization. According to 
Mowday et al. (1979), all three conceptual aspects are tapped by their 15 item (long form) 
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questionnaire. The instrument contains a 7-point Likert-type scale response format. That 
is, participants were asked to choose among responses of: strongly disagree (value = 1), 
disagree (2), somewhat disagree (3), neutral (4), somewhat agree (5), agree (6), and 
strongly agree (7). Item responses were summed to obtain a total score which was then 
converted back to the original scale meuic of a 1 to 7 range, and a mean value was used as 
a summary measure of organizational commiunent. 
This instrument was selected because of its known test-retest and internal 
consistency reliabilities as well as the considerable predictive convergent, and discriminate 
validity (Price and Mueller, 1986). Mullen (1992) found a Cronbach alpha value of .92 for 
the internal consistency of this instrument in her study. 
The coefficient alpha level for the present investigation was .84. Morrow and 
McElroy (1986) conducted a factor analysis of the items of this instrument along with 
other commitment scales and reported organizational commitment to be distinct from job 
involvement, work ethic endorsement, and other forms of commitment. Factor analysis of 
the items in the present investigation suggests two different dimensions, which can be 
named as identification with goals and values of the company, and willingness to provide 
substantial effort on behalf of the company (see Appendix D). 
Intention to stav. A single item scale measured intention to remain with the 
company. It was included as a final work commitment indicator. This single item was 
modified by Morrow and McElroy (1987) in their research on work commitment. In this 
study, respondents were requested to indicate their probability of remaining with their 
organization in the near future. Response sets ranged from (1) very low-I am 95% sure I 
will leave or try to leave, to (6) very high~I am 95-100% sure I will stay. 
Job involvement. Job involvement was measured using Kanungo's job 
involvement questionnaire. It was composed of a ten-item scale and was developed based 
on the concept of job involvement as a psychological identification with a particular job 
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(Kanungo, 1982). The response format was a five-point Likert-type scale with response 
anchors of strongly disagree (value = 1), disagree (2), neutral (3), agree (4), and strongly 
agree (5). Two of the items were negatively stated, making reverse scoring necessary. 
Scores on the ten items were summed, averaged, and converted back to the five-point 
metric for a summary job involvement measure. 
The instrument was found to have internal consistency and test-retest coefficients 
of .87 and .85 respectively (Kanungo, 1982). The coefficient alpha for this sample was 
.82, which is consistent with previous research. Blau (1985) raised some questions about 
the unidimensionality of this instrument. However, it has been found to be distinct from 
job satisfaction (e.g.. Porter, 1962) and other forms of commitment (Morrow and McElroy, 
1986). Results of factor analysis for this sample suggest three different dimensions for this 
scale, which can be nominated as 1) emotional deep involvement, 2) general attachment to 
the job, and 3) detachment from the job (see Appendix E). 
Sample 
The sample identified for study in this investigation included 120 wage workers of 
the Midwest Manufacture Industrial Center. Sixty of these workers attended workplace 
literacy (pre-apprenticeship) training in 1992; and the other sixty did not attend the 
program and served as a control group. The participants of the control group had similar 
characteristics as the group who attended the Workplace Literacy Program (wage workers 
holding similar job titles and tenure with the company). For practical reasons and to 
ensure the privacy of the employees, the selection of the control group was developed by 
the Coordinator of the Job Training Center of of the organization where trainees work. 
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Description of the Program 
The workplace literacy training was offered at the Midwest Manufacturing 
Industrial Center site by a community college, contracted by the company. The duration of 
the program was eight weeks, the class met three times a week for three hours. The 
content of the curriculum included reading, writing, math and simple physics. 
The training was offered in three groups. One teacher was assigned to each group. 
The workplace literacy program is an ongoing component of the "Literacy Center" of the 
community college since 1989. However, it has no formal program evaluation. 
Assessment is limited to the completion of questionnaireds and surveys of program 
participants. 
The Literacy Center is funded by employing companies and unions. Job Training 
Partnership Act (JTPA), state general aid to community college economic development 
training contracts, federal adult basic education dollars, and local gifts and grants. 
Protection of Human Subjects 
The questionnaire responses were sent anonymously; there was no request for 
names of respondents. However, the questionnaires were coded to provide identification 
of respondents who needed to receive follow-up letters. The coding was destroyed when 
data sets were completed. Approval for the study was obtained from the Iowa State 
University Human Subjects in Research Committee prior to the distribution of the 
questionnaires. 
Confidentiality and anonymity of responses were assured in the letter of transmittal. 
All questionnaires were kept secure throughout the duration of the study and were 
destroyed immediately following completion of data analysis. 
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Data Collection 
Telephone contact was made with the personnel of the Job Training Center at the 
Midwest Manufacturing Industrial Center, who were involved with the coordination of the 
Workplace Literacy (Pre-Apprenticeship) Training. The purpose of the study was 
explained, and authorization and support to conduct the survey of the 120 workers--60 who 
attended the Workplace Literacy Program and 60 who did not attend--was requested. 
All 120 surveys accompanied by the respective cover letters were sent to the 
Coordinator of the Job-Training Center at the Midwest Manufacturing Industrial Center. 
The cover letter included a statement of confidentiality and anonymity of responses and 
was signed by the Job Training Center Coordinator (see Appendix F). The questionnaires 
were mailed and returned to the Job Training Center via the company's own intemal mail. 
The mailing included a coded instrument and return addressed envelope. 
Respondents were asked to complete the questionnaire and return it within a week after 
receiving the survey. Follow-up reminder letters were mailed to non-respondents after two 
weeks. Out of 60 workers who participated in the workplace literacy training, 40 
responded; and from the group who did not participate in the program, 35 responded, 
which represented a return rate of 58% and 53%, respectively. 
Four of the questionnaires from workers who attended the training were returned 
late after data had already been coded and analyzed. Two questionnaires, one from a 
worker who attended the program and one from a worker who did not, had 50% missing 
data. Finally, two questionnaires were not included because the respondents who did not 
attend the program indicated having four years of college. It was assumed that workers 
with four years of college might affect comparisons between the groups because of an 
upward bias of educational attainment. Thus, 67 questionnaires were coded and entered 
for analysis, 35 for the group who attended the training and 32 for the group of workers 
who did not attend the program. 
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Data Analysis 
Data collected were coded and entered into a Wylbur file using the SAS statistical 
package. The techniques used in the analysis of the data consisted of: 1) one-way analysis 
of variance, 2) ScheffS Multiple Comparison procedure, 3) Pearson correlation 
coefficients, 4) t-test, 5) Somers' D correlation, 6) reliability (Cronbach's alpha), 7) 
Pearson chi-square, and 8) means, frequencies and percentages. 
• To test research question one, Somers' D correlation was used to examine the 
ordinal association between the rank in most important goals of respondents and 
helpfulness of the program in achieving learners' goals. 
• To test research question two, one-way analysis of variance (ANOVA) was used to 
examine differences in workers' perception of skills improvements by age, 
educational level, and position tenure (number of years in current position) of 
workers. If the statistical procedure in applying the ANOVA test found significant 
difference (F value at .05 level) within group, then the Scheffd multiple comparison 
test was used to verify differences and to identify specific groups. 
• Pearson correlation coefficients, used to test research question two, examined the 
relationship between workers'perceptions of performing a better job and 
improving reading skills, writing skills, matli skills, productivity on the job, ability 
to communicate at work, ability to solve problems, and quality of work. 
• To test research question three, Pearson correlation coefficients were used to 
examine relationships between workers' perception of skills improvement and 
impact of program on workers' personal life, readiness to take technical/vocational 
training, willingness to take similar class, and rating of value of the program. 
• The t-test was used to test research questions five, six, and seven; examined 
observed differences in responises between workers who attended the workplace 
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literacy training and workers who did not attend as it related to job satisfaction, 
organizational commitment, and job involvement. 
Pearson chi-square test of homogeneity was performed to analyze differences in 
demographic variables existing between workers who participated in the program 
and those who did not participate. 
Reliability (Cronbach's alpha) was used to test the internal consistency of the items 
of Section II, III, IV, and V of the questionnaire, and to do an exploratory factor 
analysis. 
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CHAPTER 4. RESEARCH RESULTS AND FINDINGS 
The intent of this research project was to ascertain whether workplace literacy 
training has any identifiable affects on workers in relation to their personal lives and their 
work. It was also intended to identify any benefits workplace literacy training might have 
for the organization for which the trainees work. This chapter presents the findings related 
to these general purposes. The chapter is organized as follows: 
1) General Characteristics of the Sample and 
2) Research Questions and Findings. 
General Characteristics of the Sample 
One hundred-twenty wage workers of Midwest Manufacturing Industrial Center 
served as the sample for this investigation. Sixty of these workers attended Workplace 
Literacy (Pre-apprenticeship) Training in 1992; the other 60 did not participate in the 
program and served as a control group. 
Ratio of respondents in sample 
A total of 120 questionnaires were mailed to workers of John Deere in Waterloo, 
60 questionnaires were sent out to workers who attended a workplace literacy (Pre-
apprenticeship) training and 60 to the group of workers who did not attend the program. 
Out of 60 workers who participated in workplace literacy training, 40 responded; and from 
the group who did not participate in the program, 35 responded. This represented a return 
rate of 58% and 53%, respectively, for each group. 
Four of the questionnaires from workers who attended the training were returned 
late after data had already been coded and analyzed. Two questionnaires, one from a 
worker who attended the program and one from a worker who did not, had 50% missing 
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data. Finally, two questionnaires were not included because the respondents who did not 
attend the program indicated having four years of college. It was assumed that workers 
with four years of college might affect comparisons between the groups because of an 
upward bias of educational attainment. Thus, 67 questionnaires were coded and entered 
for analysis, 35 for the group who attended the training and 32 for the group of workers 
who did not attend the program. These sampling results are shown in Table 1. 
Demographic characteristics 
Table 2 presents demographic informauon about the sample. These demographic 
factors include age, highest level of education, position tenure (number of years in current 
job), organizational tenure (number of years with the organization), and gender. Each is 
presented separately for the two groups, those who attended the training (group 1) and 
those who did not attend the program (group 2). 
According to the results of the Pearson chi-square test of homogeneity there was no 
significant difference between those who attended the program (group 1) and the control 
group (group 2) in terms of the above mentioned demographic characteristics (see 
Appendix G). This suggests that both groups are similar on the demographics that were 
Table 1. Number and percentage of respondents in sample 
Group Frequency Percentage (%) Usable 
Mailing N Response N Usable N 
Trained 60 40 35 58% 
Not trained 60 35 32 53% 
TOTAL 120 75 67 
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Table 2. Categories and characteristics of the respondents 
Group 1 Group 2 
Respondents (Training) (No-training) Total % 
Number (%) Number (%) 
Age; 
35-45 26 (74%) 25 (78%) 51 76.0 
46-55 9 (26%) 7 (22%) 16 24.0 
Total 35(100%) 32(100%) 67 100.0 
Educational level: 
8-10 grade level 1 (3%) - 1 1.5 
11-12 grade level - 2 (6%) 2 3.0 
High school 20 (57%) 22 (69%) 42 62.7 
1-2 years college 14 (40%) 8 (25%) 22 32.8 
Total 35(100%) 32(100%) 67 100.0 
Position tenure: 
I-5 years 25 (71%) 17 (53%) 42 62.7 
6-10 years 3 (9%) 5 (16%) 8 11.9 
II-15 years 2 (6%) 4 (12%) 6 9.0 
16 or over 5 (14%) 6 (19%) 11 16.4 
Total 35(100%) 32(100%) 67 100.0 
Organizational tenure: 
15-18 years 3 (8%) 6 (19%) 9 13.5 
19-22 years 29 (83%) 22 (69%) 51 76.0 
23-26 years 1 (3%) - 1 1.5 
27-30 years 2 (6%) 3 (9%) 5 7.5 
31 or over - 1 (3%) 1 1.5 
Total 35(100%) 32(100%) 67 100.0 
Gender: 
Female ~ 1 1 1.5 
Male 35 31 66 98.5 
Total 35 32 67 100.0 
measured. This pattern of consistency can also be observed in the comparative data 
presented in Table 2. 
Distribution of respondents by age in Table 2 indicated that 51 of the total 
respondents (76%) were between age 35 and 45, of which 26 respondents attended the 
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training and 25 did not; sixteen of the total respondents (24%) were between the ages of 
36-46. 
Distribution of respondents in terms of the highest formal education level received 
revealed that 42 of the total respondents (67.2%) had earned a high school diploma; of 
these, 20 went to the training and 22 did not. Twenty-two of the total respondents (32.8%) 
have one or two years of college, of which 14 have attended the training and 8 did not. 
Only one of the respondents had an 8-10 grade level, and belongs to the group who 
attended the program. Two of the respondents had between an 11-12 grade level, and they 
did not attend the training. 
Distribution of respondents related to position tenure (number of years in current 
position) of workers who attended workplace literacy program and the group who did not 
attend indicated that 42 of the total respondents (62.7%) have been working between one 
and five years in the current job; 25 of them correspond to the group who attended the 
program and 17 belong to the group who did not attend the program. Eleven of the total 
respondents (16.4%) have stayed in the same job position for 16 years or more; of these, 
five attended the literacy program and six did not attend the program. 
Distribution of workers by organizational tenure showed that 51 of the total 
respondents (76%) have worked between 19 and 22 years for the firm; 29 of this total 
attended the program, and 22 did not attend the program. Nine of the total respondents 
(13.5%) have been employed with the company for at least 15 to 18 years; of these, 3 
respondents belong to the group who participated in the program and 6 of them to the 
group who did not attend the program. Also, five of the total respondents (7.5%) have 
been working with the company between 27 and 30 years. 
Distribution of respondents by gender indicated that among the total number of 
respondents, 66 (98.5%) were male and only one was a female. The female did not 
participate in the workplace literacy program. Also, as may be observed in Table 2, the 
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ages of the majority of workers (74%) were between 35 and 45 years, and most 
participants had been working with the company for at least fifteen years. 
Research Questions and Findings 
The questionnaire used in data collection in this study employed a Likert-type 
scale, yes/no questions, and open-ended questions. Each section of the questionnaire used 
different response sets on the Likert scale. 
Section One Demographic information 
Section Two This section employed a Likert-type scale with responses 
ranging over (1) none, (2) a little, (3) some, and (4) a lot. One 
question of this section used a 5-point set of responses, ranging 
over (1) no help at all, (2) almost no help, (3) I do not know, (4) 
of some help, and (5) extremely helpful. In addition to these 
scales, this section included yes/no questions and open-ended 
questions. 
Section Three This section included Likert-type scales, with values of (3) yes, 
(1) undecided, and (0) no. 
Section Four This section of the questionnaire included a 7-point Likert-type 
scale response format with response anchors of: strongly 
disagree (1), disagree (2), somewhat disagree (3), neutral (4), 
somewhat agree (5), agree (6), and strongly agree (7). Also 
included was one item scale with response sets ranging from (1) 
very low~I am 95% sure I will leave or try to leave, to (6) very 
high—I am 95-100% sure I will stay. 
Section Five This section contained a 5-point Likert-type scale with response 
anchors of strongly disagree (1), disagree (2), neutral (3), agree 
(4), and strongly agree (5). 
Analysis of research questions one through four are based on data from workers 
who attended workplace literacy (pre-apprenticeship) training. Analysis of research 
questions five, six, and seven are based on data from both groups-workers who 
participated in the program and those who did not participate. It is important to indicate 
that equal variance was assumed in tests for possible differences in job satisfaction, 
organizational commitment, and job involvement (research questions 5,6, and 7). The 
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equal variance assumption was supported in each case by the results of F-tests which failed 
to reject the null hypothesis of equal variances. 
Following are the seven research questions, discussion of the data used for analysis, 
presentation of findings, and statistical testing where appropriate. 
"Workers' perceptions of helpfulness of the workplace literacv (pre-apprenticeship) training 
in achieving their goals 
Research question one asked about the most important goals workers wanted to 
accomplish by attending the program, and the extent to which the program helped workers 
achieve their goals. 
Tables 3,4, and 5 present the frequencies and percentages related to participants' 
goal setting, their perception of achievement of goals, and workers' perceptions of 
helpfulness in achieving their goals. 
Table 3 shows the results of workers' responses to the question: When you enrolled 
in the workplace literacy class, did you set a goal(s) for yourself? It was noted that 34 
participants (97%) indicated that they set (a) goal(s) they wanted to accomplish with the 
program. Only one participant indicated he/she did not set a goal. 
Table 4 shows the frequency distribution and percentages of workers' perceptions 
of goal achievement for those attending the program. Nineteen workers (56%) indicated 
Table 3. Frequency distribution and percentages of workers who set a goal 
N Percentages (%) 
Yes 34 97.1% 
No 1 2.9% 
Total 35 100.0% 
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Table 4. Frequency distribution and percentages of workers' perceptions of attainment of 
their goal 
N Percentages (%) 
Yes 19 56.0% 
No 15 44.0% 
Total 34a 100.0% 
^Missing data from one participant. 
Table 5. Frequency disuibution and percentages of helpfulness of the program in 
achieving workers' goals 
N Percentage (%) 
Extremely helpful 4 11.8% 
Of some help 21 61.8% 
I don't know 1 2.9% 
Almost no help 6 17.6% 
No help at all 2 5.9% 
Total 34a 100.0% 
^Missing data from one participant. 
they reached the goals they wanted to accomplish, while 15 (44%) of the participants did 
not reach the goals they set. 
Data presented in Table 5 indicate that 21 learners (62%) who attended the 
workplace literacy program reported that the program was of some help in achieving their 
goals, while only 4 workers (11.8%) responded that the program was extremely helpful in 
achieving their goals. Six workers reported that the program was of almost no help in 
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achieving their goals, and two learners indicated that the program was of no help at all in 
achieving their goals. 
Means of participants' rankings of their goals were completed to identify the most 
important goals that workers wanted to accomplish. Table 6 shows the rank order of goals 
workers wanted to accomplish with the workplace literacy program. The mean ranks of 
goals were listed in descending order of importance. The lower the mean value, the more 
important the goal. Workers were given the choice of ranking most important goals from 1 
to 11, with number 1 being the most important goal, 2 the second most important goal, and 
so on. However, none of the participants ranked all 11 possibilities; a maximum of 8 goals 
were ranked by any one respondent. The frequency column in this case indicates the 
number of times each item was ranked. Appendix H shows the frequency distribution of 
the specific rank ordering of goals that workers indicated. 
Table 6. Rank order of goals workers wanted to accomplish by attending the workplace 
literacy program 
Goals Mean Rank Order of Importance Frequency 
To prepare for technical training 3.83 1 28 
Improve my math 6.31 2 19 
To be promoted 7.54 3 13 
Other 7.60 4 12 
Improve my reading 7.83 5 15 
Do my job better 8.89 6 10 
Improve my communication skills 9.29 7 8 
Retain my job 9.34 8 8 
Improve self-esteem 9.60 9 7 
Improve my writing 10.14 10 4 
Help my kids with homework 10.77 11 1 
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According to the results shown in Table 6, the most important goal, and one that 
was identified by a majority of workers, is "to prepare for technical training." It is clear 
that this goal, indicated as number one in the order of importance, stands out by itself 
because there is a big gap between the mean rank (3.83) of this goal and the next, "improve 
my math," with a mean rank of 6.1. Other, less important, goals identified by some 
workers are (with mean ranks in parentheses): "to be promoted" (7.54), "other" (7.60), and 
"improve my reading" (7.83). In the category of "other," workers indicated a number of 
specific goals (pass the apprenticeship test, gain job security, and move to a different 
position within the company). 
Table 7 presents the results of Somers' D correlations between the perceived degree 
of helpfulness of the workplace literacy program, measured on a five-point Likert-type 
Table 7. Correlation (Somers' D) between perceived helpfulness of the program and goals 
of the workers 
Goals Somers' D ASEa Somers' D/ASE 
a. Improve my writing -0.568 0.181 -3.14* 
b. Improve my math 0.026 0.099 0.26 
c. Improve my reading 0.105 0.109 0.96 
d. Help my kids with homework -0.152 0.106 -1.43 
e. Do my job better -0.281 0.143 -1.96 
f. Be promoted 0.163 0.152 1.07 
g. Retain my job -0.225 0.200 -1.12 
h. Improve my communication skills 0.070 0.242 0.29 
i. Improve self-esteem 0.097 0.197 0.49 
j. Prepare for technical training -0.049 0.107 -0.46 
k. Other 0.103 0.168 0.61 
*Significant at p<.05. 
^Asymptotic standard error. 
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scale ranging from (5) extremely helpful to (1) no help at all, and the ranking of most 
important goals, 
Somers' D is an asymmetric measure of ordinal association. Thus, it is intended to 
measure the extent to which workers' ranking of helpfulness of the program in achieving 
their goals is associated with the other variable, that is, workers' most important goals. It 
is important to note that ordinal measures of association, such as Somers' D, are based on 
the relative occurrences of concordant and discordant pairs. A pair of observations is 
concordant if the worker that ranks higher on one variable also ranks higher on the other 
variable. These concordant pairs of observations provide evidence of positive association. 
On the other hand, a pair of observations is discordant if the worker that ranks higher on 
one variable ranks lower on the other. Discordant pairs of observations 
provide evidence of negative association. 
Interpretation of the Somers' D correlation is based on the assumption that Somers' 
D/ASE results are similar to the level of significance on a t-test. Thus, according to the 
results indicated on the Somers' D/ASE column, there is only one significant, though 
negative correlation (-3.14), corresponding to the workers' goal of "improve my writing." 
The negative correlation in this case indicates the presence of discordant pairs of 
observations, which implies that workers who ranked the training program higher in 
perceived helpfulness in achieving this goal, ranked "improve my writing" lower among 
the goals they wanted to accomplish. This is good because the lower the rank order, the 
more important the goal. Thus, the negative test statistic result (-3.14) indicates that the 
program was perceived helpful for workers who wanted to improve their writing. The goal 
to "do my job better," with test statistic of-1.96, is close to being significant. This 
indicates that the program was helpful to some degree in achieving workers' goals 
regarding doing their job better. However, the relationship is weak. According to the 
results it seems that the program was of little or no help at all in achieving most of the 
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important goals indicated by workers, such as "to prepare for technical training," "improve 
my math," and "to be promoted," among others. 
Effects of workplace literacy training on iob performance 
Research question two asked about the effects the program had on workers' 
perceptions of skills improvement. Also of concern is whether there is a relationship 
between perception of skill improvement and job performance. It was assumed that 
improvement of reading skills, writing skills, math skills, productivity on the job, ability to 
communicate at work, ability to solve problems, and quality of work might have an impact 
on the worker's job performance. 
Table 8 shows the means and standard deviations of workers' perceptions regarding 
improvement of reading skills, writing skills, math skills, productivity on-the-job, ability to 
communicate at work, ability to solve problems, and quality of work as a result of 
attending the workplace literacy (pre-apprenticeship) training. Participants were asked to 
what extent going to the program helped them to improve the aforementioned skills. 
Table 8. Means and standard deviations of workers' perceptions of skills improvement as 
a result of the workplace literacy training 
Skill Areas Mean S.D. N. 
Reading skills 2.17 0.86 35 
Writing skills 1.91 0.98 35 
Math skills 2.67 1.05 35 
Productivity on-the-job 1.70 0.83 34 
Ability to communicate at work 1.88 0.84 34 
Ability to solve problems 2.36 0.93 33 
Quality of work 1.75 0.87 33 
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Workers responded using a Likert-type scale as follows: 4 = a lot, 3 = some, 2 = little, and 
1 = none. It was observed that only math skills showed a mean score (of 2.67) which is 
close to the value of 3 in the scale and indicates workers' perception of some improvement 
on math skills as a result of the program. Also, workers perceived having improved a little 
in reading skills (mean = 2.17) and ability to solve problems (mean = 2.36). Lastly, 
workers perceived no improvement in writing skills, productivity on-the-job, ability to 
communicate at work, and quality of work. It is important to notice that these results 
indicate workers' perception of real improvements on the above mentioned basic skills, 
which may be different from which they expected to achieve with the program. 
A one-way analysis of variance (ANOVA) was completed to identify possible 
differences in workers' perceptions of skills improvement as a result of participating in the 
program when considering certain demographic factors (i.e., age, level of education, and 
position tenure). The Scheffd multiple comparison procedure was used to identify 
differences between specific groups. Tables 8 through 10 show results of the ANOVA. 
Age. Table 9 shows the comparison of age groupings (group 1, 35-45 years; 
group 2,46-55 years) and workers' perceptions of skills improvement. 
As shown in Table 9, F-probabilities of 0.011 on improvement of reading skills, 
and 0.017 on improvement of ability to communicate at work, respectively, suggest there 
are significant differences between younger and older workers' perceptions of skills 
improvement. A mean of 2.78 (Table 9) was observed for the older group (46-55 years) 
related to improving of reading skills, compared to the younger group's (35-45 years) mean 
of 1.96. Also, the older group's mean on ability to communicate at work is 2.5, compared 
to 1.7 for the younger group. These results indicate that the older group perceives itself as 
having benefited more than the younger group from the program on these specific skills, 
namely, reading and ability to communicate at work. 
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Table 9. One-way ANOVA regarding workers' perception of skills improvement when 
grouped by age 
Group 1 
(35-45) 
n=26 
Mean 
Group 2 
(46-55) 
n=9 
Mean 
F-ratio F-probability 
Reading skills 1.961 2.777 7.16 o.oir 
Writing skills 1.730 2.444 3.83 0.058 
Math skills 2.500 3.222 3.38 0.075 
Productivity on the job 1.600 2.000 1.54 0.223 
Ability to communicate at 
work 
1.680 2.494 6.29 0.017* 
Ability to solve problems 2.240 2.750 1.88 0.180 
Quality of work 1.600 2.250 3.69 0.063 
^Significant at p < .05 level. 
Educational level. Table 10 shows results of the analysis of variance between 
two groups of workers. Group 1 (8th grade-high school diploma) and Group 2 (1-2 years of 
college). It is important to notice that only one participant in group 1 was at the 8th grade 
level). It was observed that when comparing the mean scores of workers' perceptions of 
improvement on skill areas related to reading, writing, math, productivity on the job, 
ability to communicate at work, ability to solve problems, and quality of work by 
educational level, no significant differences existed at the .05 level. 
Position tenure. Table 11 shows results of the analysis of variance between two 
groups, group 1 with 1-5 years in current position, and group 2 with 6 or more years in 
current position. It was noticed that when comparing the mean scores of workers' 
perceptions of improvement on skill areas related to reading, writing, math, productivity on 
the job, ability to communicate at work, ability to solve problems, and quality of work by 
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Table 10. One-way ANOVA regarding workers' perceptions of skills improvement when 
grouped by educational level 
Group 1 
n=21 
Mean 
Group 2 
n=14 
Mean 
F-ratio F-probability 
Reading skills 2.190 2.142 0.03 0.87 
Writing skills 1.809 2.071 0.59 0.45 
Math skills 2.809 2.500 0.72 0.40 
Productivity on the job 1.850 1.500 1.46 0.24 
Ability to communicate at 
work 
2.000 1.714 0.94 0.34 
Ability to solve problems 2.473 2.214 0.62 0.44 
Quality of work 1.894 1.571 1.12 0.30 
Group 1 = 8th grade level-high school diploma. 
Group 2=1-2 years of college. 
Table 11. One-way ANOVA regarding workers' perception of skills improvement by 
position tenure 
Group 1 
(1-5 years) 
n=25 
Mean 
Group 2 
(6 or more) 
n=10 
Mean 
F-ratio F-probability 
Reading skills 2.200 2.100 0.09 0.76 
Writing skills 1.840 2.100 0.49 0.49 
Math skills 2.680 2.700 0.00 0.96 
Productivity on the job 1.625 1.900 0.76 0.39 
Ability to communicate at work 1.875 1.900 0.01 0.94 
Ability to solve problems 2.333 2.444 0.09 0.76 
Quality of work 1.666 2.000 0.97 0.33 
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workers' number of years in current position, no significant differences at the .05 level 
were found. 
Pearson correlation coefficients were completed between performing a better job, 
willingness to recommend the class to other co-workers, and each of the skill areas 
(reading, writing, math, productivity on the job, ability to communicate at work, ability to 
solve problems, and quality of work). 
Table 12 shows the results of these correlations. A statistically significant 
correlation was found between performing a job better and six of the skills areas. 
Performing a better job is significantly correlated with improving writing skills (r=.47), 
improving math skills (r=.45), improving productivity on the job (r=.69), improving ability 
to communicate at work (r=.55), improving ability to solve problems (r=.57), and 
improving quality of work (r=.44). This implies that when workers' perceptions in these 
skill areas increase, their perceptions of performing a better job increased as well. 
Only math skills are significantly correlated with willingness to recommend the 
class to co-workers (r = -.37). It should be noted that it was expected to find negative 
correlations between perception of skills, improvement and willingness to recommend the 
class to co-workers, because the coded values for willingness to recommend class to co­
workers wee yes=l and no=2. The negative correlation in this case indicates the more the 
participants perceive of having improved on math skills, the more likely they would 
recommend the class to other co-workers. 
Value of workplace literacv fpre-apprenticeship) training for workers who attended the 
program 
Research question three asked about the impact of the program on the workers' 
personal life, the extent to which the program prepared them to take other technical/ 
vocational training, workers willingness to take similar classes, and rating of the value of 
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Table 12, Pearson correlation coefficient for workers' perception of skill improvement, 
performing a better job, and willingness to recommend the class to other co­
workers 
Perception of performing 
a better job 
Willingness to recommend 
class to co-workers 
Reading skills 
Writing skills 
Math skills 
Productivity on the job 
Ability to communicate 
at work 
Ability to solve problems 
Quality of work 
r = 0.29 
p = 0.100 
N = 34 
r = 0.47 
p< 0.004* 
N = 34 
r = 0.45 
p< 0.007* 
N = 34 
r = 0.69 
p< 0.000* 
N = 33 
r = 0.55 
p< 0.000* 
N = 33 
r = 0.57 
p< 0.000* 
N = 32 
r = 0.44 
p< 0.011* 
N = 32 
r = -0.27 
p<0.114 
N = 35 
r = -0.27 
p<0.112 
N = 35 
r = -0.37 
p< 0.026* 
N = 35 
r = -0.30 
p< 0.081 
N = 34 
r = -0.21 
p < 0.227 
N = 34 
r = -0.17 
p < 0.350 
N = 33 
r = -0.28 
p< 0.120 
N = 33 
*Significant at p < .05 level, 
r = Pearson correlation, 
p = p-value. 
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the program. Questions were answered using a 4-point Likert-type scale with scores of (4) 
a lot, (3) some, (2) a little, and (1) none. 
Pearson correlation coefficients were calculated to determine the relationship 
between workers' perception of skills improvement and impact of the program on personal 
life, worker preparation or readiness to take other technical/vocational training, willingness 
to take a similar class, and rating of the value of the program. 
Data presented in Table 13 show results of the Pearson correlations. There are 
statistically significant correlations at the .05 level between impact on personal life and 
productivity on the job (r = .43), ability to solve problems (r = .36), and quality of work 
(r = .44). 
As perceptions of improvement in these skill areas increase, the impact on the 
workers' personal life increases. There are also significant correlations between 
perceptions of the extent the program prepared participants for vocational/technical 
training and their perceptions of improvement in writing skills (r=.42), math skills (r=.37), 
productivity on the job (r=.36), ability to communicate at work (r=.44), ability to solve 
problems (r=.55), and quality of work (r=.56), which indicates that when perceptions of 
improvement in these skill areas increase, the effects on workers' perception of readiness 
for taking vocational/technical training also increase. 
Only math skills are significantly correlated with willingness to take similar classes 
(r = -.37). It was expected to find negative correlations between perception of skills 
improvement and willingness to take similar class, because the coded values for 
willingness to take similar class were yes=l and no=2. The negative correlation indicates 
that the more that participants improved their math skills, the more likely they would be 
willing to take another similar class. Lastly, there are also significant correlations between 
workers' perception of value of the program and math skills (r = .37), productivity on the 
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Table 13. Pearson correlation coefficient for workers' perception of skill improvement 
and impact of program on workers' personal life, readiness or preparation of 
workers to take technical/vocational training, willingness to take a similar class, 
and rating of the value of the program 
Impact on 
personal life 
Prepared for 
vocalional/iech-
nical training 
Willingness to 
take similar 
classes 
Rating the value 
of Uie workplace 
literacy procram 
Reading skills 
r = -0.16 
p = 0.367 
N = 34 
r = 0.21 
p< 0.244 
N = 34 
r = -0.23 
p<0.17 
N = 35 
r = 0.10 
p < 0.568 
N = 35 
Writing skills 
r = 0.16 
p< 0.358 
N = 34 
r = 0.42 
p< 0.012* 
N = 34 
r = -0.17 
p < 0.332 
N = 35 
r = 0.28 
p< 0.107 
N = 35 
Math skills 
r = 0.11 
p< 0.543 
N = 34 
r = G.38 
p< 0.028* 
N = 34 
r = -0.37 
p < 0.027* 
N = 35 
r = 0.37 
p< 0.027* 
N = 35 
Productivity on the 
job 
r = 0.43 
p< 0.013* 
N = 33 
r = 0.36 
p< 0.039* 
N = 34 
r = -0.23 
p< 0.183 
N = 34 
r = 0.58 
p< 0.000* 
N = 34 
Ability to commun­
icate at work 
r = 0.27 
p<0.131 
N = 33 
r = 0.44 
p< 0.010* 
N=33 
r = -0.18 
p < 0.309 
N = 34 
r = 0.29 
p< 0.101 
N = 34 
Ability to solve 
problems 
r = 0.36* 
p< 0.043 
N = 32 
r = 0.55 
p< 0.011* 
N = 32 
r = -0.30 
p < 0.089 
N = 33 
r = 0.32 
p< 0.073 
N = 33 
Quality of work 
r = 0.44 
p< 0.010* 
N = 32 
r = 0.56 
p< 0.000* 
N = 32 
r = -0.30 
p< 0.087 
N = 33 
r = 0.53 
p< 0.001* 
N = 33 
•"Significant at p < 0.05 level, 
r = Pearson correlation, 
p = p-value. 
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job (r = .58), and quality of work (r = .53). As perceptions of improvement of these skill 
areas increase, the ratings of the value of the program also increase. 
Outcomes from workplace literacy fpre-apprenticeship) program expected hv workers 
Research question four asked about the outcomes or benefit expected by workers 
from the program and workers' perceptions of potential barriers or obstacles that may have 
influenced the program outcomes. 
Workers answered open-ended questions on this topic. Their responses were 
analyzed and grouped into categories according to the pattern of responses. Participant 
responses related to expected outcomes from the program were grouped into four 
categories: 
1) be prepared to pass the apprenticeship test, 
2) be promoted or move to a different position in the company, 
3) retain current job and/or improve basic skills, and 
4) think better or become a better person/worker. 
The following are patterns of responses in each category related to workers' 
expected outcomes from workplace literacy. The number in parenthesis indicates the 
number of workers who responded in each category. 
1) Be prepared to pass the apprenticeship test 
~ I wanted to enter the apprenticeship and have a career which can help me 
find another job if I am displaced from the Midwest Manufacturing 
Industrial Center. (5) 
— I am trying to get into the apprenticeship [program, but] there are few 
openings. Hope this class is going to help me with my basic [skills]. (7) 
~ I want to be prepared to take the apprenticeship test. (6) 
2) Be promoted or move to a different position in the company 
~ I was working for more than 20 years and had no opportunity to move to 
another position. This class hopefully will help me to be promoted. (1) 
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-- I would like this class to help me move to a different position in the 
company„.present position will be eliminated in the near future. (1) 
-- I want to be promoted and apply my skills and knowledge I have. I don't 
know if this class will help me. (2) 
3) Retain current job or improve basic skills 
~ If I improve my basic skills I will have a better chance to keep my job. (3) 
— I wanted to brush up basic math, physics, and writing. (2) 
~ I wanted to keep my job. Midwest Manufacturing Industrial Center will 
eliminate some positions and [I] want to improve my basic skills. (2) 
4) Think better or become a better person/worker 
— I wanted to think better and be a better worker. (2) 
~ I wanted to be a better thinker and able to solve problems. (2) 
~ I wanted to improve as a person, there is always room for improvement and 
better yourself. (1) 
Table 14 shows frequencies and percentages of the outcomes or benefit expected by 
workers from the workplace literacy (pre-apprenticeship) program. Eighteen workers 
(53%) indicated that they expected the outcomes to be prepared to pass the apprenticeship 
Table 14. Frequencies and percentages of workers' expected outcomes from the 
workplace literacy program 
Categories of responses N % 
1) Be prepared to pass apprenticeship test 18 53.0 
2) Be promoted, move to different position in the 4 11 8 
company 
3) Retain job, improve basic skills 7 20.5 
4) Think better, become a better person/worker 5 14.7 
Total 34a 
^Missing data from one participant. 
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test; 7 participants (20.5%) responded that they expected to retain their job or improve 
basic skills as outcomes of the program; 5 workers (14.7%) indicated as outcomes 
expected from the program to think better, become a better person/worker; and, 4 workers 
(11.8%) expected to be promoted or move to a different position in the company. 
Workers' responses regarding potential barriers or obstacles that may influence 
program outcomes were grouped into six categories: 
1) content of program, 
2) methodology and instructional materials, 
3) instructor, 
4) pay cut for attending the program, 
5) duration, and 
6) personal problems. 
The following are patterns of responses in categories regarding barriers that may 
influence program outcomes. The number in parenthesis indicate the number of 
participants who responded in each category. 
Content of program 
~ Program didn't address material related to apprenticeship examination (5) 
— Should have spent more time on math (2) 
~ It may have been more helpful if the course had more job-related 
information (2) 
~ Program didn't help me to prepare for taking apprenticeship test, I 
need to build more confidence on skills for test taking (3) 
Methodologv and instructional materials 
— Program was too structured, it didn't consider individual differences (1) 
~ Poor reading materials, reading books were a waste of time (2) 
~ Some material didn't pertain to us, it was geared toward students 
right out of school rather than for older working adults (3) 
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Instructor 
~ Lack of information about apprenticeship programs and test, and 
little information about company culture (2) 
-- Instructor didn't provide enough individual help, teacher should 
have more patience (1) 
Personal problems 
~ Need to develop habits of study 
-- Coping with taking time away from family 
Table 15 shows the frequencies and percentages of workers' perceptions of barriers 
or obstacles present in the program that may have influenced program outcomes. Twelve 
workers (38.7%) indicated that content of the program was a potential barrier; 6 
participants (19.4%) responded methodology and instructional materials as potential 
barriers of the program; 5 workers (16%) considered pay cuts for attending the program as 
a barrier or obstacle; 4 workers indicated duration of the class as being a potential barrier 
Table 15. Frequencies and percentages related to perception of barriers present in the 
program that may influence program outcomes 
Categories of responses N % 
Content of the program 12 38.0 
Methodology and instructional materials 6 19.4 
Instructor 3 9.7 
Pay cut for attending the program 5 16.0 
Duration (too intensive, too short) 4 13.0 
Personal problems 1 3.2 
Total 3ia 100.0 
^Missing data from four participants. 
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of the program; 3 workers perceive the instructor of the class as a potential barrier or 
obstacle, and one worker indicated personal problems as a potential barrier of the program. 
Table 16 shows the frequencies of yes/no responses of workers'suggestions 
concerning possible changes in the program. Workers were asked: If you could change 
anything about the workplace literacy (pre-apprenticeship) program, what would it be? 
They were provided the alternatives described in the table. It was assumed participants' 
answers to this question could serve as additional information for identifying or clarifying 
potendal barriers or obstacles present in the program. It was observed that positive 
responses are the highest to changes in the program content and instructional materials. 
This makes sense since content of a program is generally regarded as comprising the 
instructional materials and teaching methodology. It was further noticed that responses to 
the above mentioned question are very similar to the patterns of workers' responses 
concerning potential barriers in the program as shown in Table 15. 
Table 16. Frequencies regarding participants' suggested changes in the program 
Type of changes Yes No 
Content of program 23 12 35 
Instructional materials 13 22 35 
Teaching methodology 5 30 35 
Instructor 5 30 35 
Schedule of class 4 31 35 
Duration of program 5 30 ^ 
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Comparison of ioh satisfaction with work hetween workers who attended the workplace 
literacy (pre-apprenticeship') program and the group who did not attend 
Research question five asked if job satisfaction with work was higher for workers 
who attended the program than for the group who did not attend it. A t-test was performed 
to evaluate observed differences in responses regarding job satisfaction with work between 
the above mentioned groups. Equal variances were assumed in these tests for possible 
differences, and this assumption was supported by relevant F-tests. 
Results presented in Table 17 show the outcome of a t-test comparing perceptions 
regarding job satisfaction with work between the group of workers who attended the 
workplace literacy program and those who did not attend the program. According to the 
results, there were no significant differences between the two groups of workers. 
Therefore, it can be ascertained that regarding job satisfaction with work, the workplace 
literacy training probably did not have much impact improving workers' satisfaction with 
work. 
Comparison of organizational commitment hetween workers who participated in the 
workplace literacy fpre-apprendceship) program and workers who did not participate in the 
program 
Research question six asked if organizational commitment improved for workers 
who attended the program. T-tests were performed to evaluate observed differences in 
responses related to organizational commitment and workers' intention to stay, between 
workers who attended the training and those who did not attend. 
Tables 18 and 19 present the results of t-tests regarding organizational commitment 
between the group of workers who participated in the program and the group who did not 
participate in the program. It was observed that there were no significant differences at the 
.05 level of significance between the two groups. It was noticed that the mean scores of 
the group who went to the program are slightly higher (5.60) and (5.77) in organizational 
80 
Table 17. T-test analysis of difference in job satisfaction with work between workers who 
attended the workplace (pre-apprenticeship) training and workers who did not 
attend 
Groups N Mean S.D. t-value t-prob. 
Trained 35 1.63 0.83 -0.57 0.57 
Not trained 32 1.74 0.73 
Table 18. T-test analysis of difference in organizational commitment between workers 
who participated in the workplace literacy (pre-apprenticeship) and workers 
who did not 
Groups N Mean S.D. t-value t-prob. 
Trained 35 5.60 0.90 1.23 0.22 
Not trained 32 5.33 0.89 
Table 19. T-test analysis of difference in the intention of workers to stay with the 
company between workers who attended the program and workers who did not 
attend 
Groups N Mean S.D. t-value t-prob. 
Trained 35 5.77 0.49 1.25 0.21 
Not trained 32 5.59 0.66 
commitment and intention to stay with the company compared to the group who did not 
attend the program; these results are not considered to be significant. However, it seems 
that the workplace literacy program appeared not to influence workers' intentions to stay 
with the company nor their commitment to the company in general. 
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Comparison of ioh involvement between workers who participated in the workplace 
literacv program and workers who did not participate in the program 
Research question seven asked if job involvement was higher for workers who 
attended the program compared to the group who did not attend the program. A t-test was 
conducted to evaluate observed differences in responses regarding job involvement 
between the above mentioned groups. 
Results presented in Table 20 show the outcome of a t-test comparing perceptions 
related to job involvement between workers who participated in the program and those 
who did not participate. No significant difference between the groups at the .05 level of 
significance was observed. Therefore, it appears that the workplace literacy training did 
not affect the workers'level of job involvement. 
Post-hoc analvses 
A post-hoc analysis was completed because t-test results indicated no significant 
differences between workers who attended the program and those who did not attend 
regarding job satisfaction with work, organizational commitment, and job involvement. 
A post-hoc analysis was performed using an overall ANOVA and Scheff6 multiple 
comparison tests for pairwise group comparison, to verify whether significant differences 
in job satisfaction with work, organizational commitment, and job involvement existed 
when workers were grouped into three categories; 
Table 20. T-test analysis of difference in job involvement between workers who attended 
the workplace literacy program and workers who did not attend the program 
Groups N Mean S.D. t-value t-prob. 
Trained 35 2.68 0.43 -0.97 0.33 
Not trained 32 2.81 0.60 
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1) group of workers who went to the training and achieved their goals, 
2) group of workers who attended the training and did not achieve their goais, and 
3) group of workers who did not attend the workplace literacy training. 
When comparing mean scores of the respondents grouped in three different 
categories: those who attended the program and reached their goal (Group 1), those who 
attended the program and did not reach their goal (Group 2), and those who did not attend 
the workplace literacy training (Group 3); it was observed that there were no significant 
differences among the groups on the overall ANOVA tests regarding satisfaction with 
work, organizational commitment, intention to stay with the firm, and job involvement. 
Results are shown in Tables 21 through 24. In addition, confidence intervals based on the 
Scheffi^ analysis for pairwise group comparisons all contain zero; this indicates that the 
mean differences that were evaluated were not significant. Thus, there were no significant 
differences among the three groups relating to job satisfaction with work, organizational 
commitment, intention to stay with the firm, and job involvement. Table 25 shows the 
results of the Scheffd tests. 
Table 21. Analysis of variance for job satisfaction with work when respondents were 
grouped into three* categories 
Source D.F. Sum of Squares Mean Square F-Ratio F-Prob. 
Between groups 2 1.945 0.972 1.63 0.204 
Within groups 63 37.621 0.597 
Total 65 39.566 
* Group 1 = workers who attended the program and reached their goals. 
Group 2 = workers who attended the program and did not reach their goals. 
Group 3 = workers who did not attend the program. 
83 
Table 22. Analysis of variance for organizational commitment when respondents were 
grouped into three* categories 
Source D.F. Sum of Squares Mean Square F-Ratio F-Prob. 
Between groups 2 2.805 1.402 1.74 0.183 
Within groups 63 50.727 0.805 
Total 65 53.532 
* Group 1 = workers who attended the program and reached their goals. 
Group 2 = workers who attended the program and did not reach their goals. 
Group 3 = workers who did not attend the program. 
Table 23. Analysis of variance for intention to stay with the firm when respondents were 
grouped into three* categories 
Source D.F. Sum of Squares Mean Square F-Ratio F-Prob. 
Between groups 2 0.515 0.258 0.74 0.479 
Within groups 63 21.803 0.346 
Total 65 22.318 
* Group 1 = workers who attended the program and reached their goals. 
Group 2 = workers who attended the program and did not reach their goals. 
Group 3 = workers who did not attend the program. 
Table 24. Analysis of variance for job involvement when respondents were grouped into 
three* categories 
Source D.F. Sum of Squares Mean Square F-Ratio F-Prob. 
Between groups 2 0.345 0.173 0.63 0.536 
Within groups 63 17.292 0.274 
Total 65 17.637 
* Group 1 = workers who attended the program and reached their goals. 
Group 2 = workers who attended the program and did not reach their goals. 
Group 3 = workers who did not attend the program. 
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Table 25. Scheff6 multiple comparison procedure for pairwise comparison of means for 
job satisfaction with work, organizational commitment, intention to stay, and 
job involvement when workers were grouped in three categories 
Categories of groups lower confidence level 
upper confidence 
level 
Job satisfaction with work 
Group 1® vs. Group 2^ -0.22 1.11 
Group 1 vs. Group 3*^ -0.5 0.6 
Group 2 vs. Group 3 -0.99 0.23 
Organizational commitment 
Group 1 vs. Group 2 -0.34 1.22 
Group 1 vs. Group 3 -0.19 1.11 
Group 2 vs. Group 3 -0.73 0.68 
Intention to stav with firm 
Group 1 vs. Group 2 -0.57 0.45 
Group 1 vs. Group 3 -0.28 0.57 
Group 2 vs. Group 3 -0.67 0.25 
Job involvement 
Group 1 vs. Group 2 -0.54 0.36 
Group 1 vs. Group 3 -0.55 0.21 
Group 2 vs. Group 3 -0.33 0.49 
3 Group 1 = group of workers who attended the program and reached their goals. 
Group 2 = group of workers who attended the program and did not reach their 
goals. 
^ Group 3 = group of workers who did not attend the program. 
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CHAPTER 5. SUMMARY, DISCUSSION, CONCLUSIONS, IMPLICATIONS, 
AND RECOMMENDATIONS 
This chapter is organized into five sections. The first section provides an overview of 
the purposes and procedures of the study. The second section further discusses the results of 
the study. In the third section research conclusions are drawn. In the fourth section practical 
implications are drawn based on results and conclusions; and the final section presents 
recommendations for further research. 
Summary of the Study 
The purpose of this research was to examine the effects of a workplace literacy 
(pre-apprenticeship) program on workers' goal attainment, job performances, and personal 
life. In addition, the study examined the impact of the workplace literacy training on 
employees' work related attitudes including job satisfaction with work, organizational 
commitment, and job involvement. The questions were concerned with whether workplace 
literacy training affects attitudes related to an individuals'job, and his/her job performance 
and personal life. 
A survey was administered to 60 workers who attended the workplace literacy 
training in 1992, and to 60 workers who did not attend. The non-participants served as a 
control group. Seven main research questions that were presented in Chapter 1, and restated 
in Chapter 4, were used to address the research questions. The impetus of this study 
originated from the lack of research on the impact of workplace literacy programs on 
workers' and employers' needs. The review of the literature revealed a lack of empirical data 
identifying elements or procedures associated with effectiveness, particularly on improved on 
the job performance and gain in literacy skills (Pelavin Associates, Inc, 1991). Studies on the 
impact of workplace literacy training on employers and workers' goal attainment are non­
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existent; even though workplace literacy programs are becoming a growing industry among 
education and training providers (Kerka and Imel, 1993). Lack of formal evaluation limits 
our understanding about effective programs; more importantly, we do not know whether our 
learners are developing into competently functioning persons. This is what would make the 
program successful and effective. The individual would be seen as benefiting from the 
program by being more competent and functioning more effectively in an increasingly 
complex work environment, and the organization would benefit by increased abilities leading 
to quality productivity. 
A majority of workers in the sample, 51 (76%), were between 35 and 45 years old. 
The educational attainments of most participants were high school-level (63%) or 1-2 years 
of college (33%); one worker had only an 8th grade education. Forty-two workers (63%) had 
been working in their current position between one and five years, while 17 participants 
(25%) were working in same position for at least 11 years or more. The majority of 
respondents, 51 (76%), have been employed by the firm between 19 and 22 years. 
Furthermore, program participants in general had been working for the firm for at least 15 
years. Respondents were mostly male; there was only one female in the sample. 
A summary of the findings of this study resulted in the following: 
1. Thirty-four out of 35 workers who attended the workplace literacy (pre-apprenticeship) 
training indicated they set a goal they wanted to accomplish with the program. 
2. Nineteen workers (56%) who attended the program indicated they achieved their goals, 
while 15 of them (44%) indicated they did not achieve their goals. 
3. The most important goals the majority of workers wanted to accomplish with the 
program were: 'To prepare for technical training," "improve math skills," and "to be 
promoted." 
4. There was a significant Somers' D correlation between workers' perception of 
helpfulness of the program in achieving their goals and improving writing skills. 
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5. Mean scores of participants' perception of skills improvement as a result of attending the 
program indicate: some degree of improvement on math skills; little improvement in 
reading skills and ability to solve problems; and no improvement in writing skills, ability 
to communicate at work, productivity on the job, and quality of work. 
6. There was a significant difference in workers' perceptions of skill improvement by age; 
but there was no significant difference by educational level or position tenure (number of 
years in current position) of workers. 
7. There were statistically significant correlations between perceptions of performing a 
better job and improving writing skills, math skills, productivity on the job, ability to 
communicate at work, ability to solve problems, and quality of work. However, only 
math skills are significantly correlated with willingness to recommend the class to other 
co-workers. 
8. There were significant correlations between perceived impact of the program in the 
personal life of workers and productivity on the job, ability to solve problems, and 
quality of work. 
9. There were significant correlations between perceptions of the extent the program 
prepared participants for vocational/technical training and perceptions of improvement 
in writing skills, math skills, productivity on the job, ability to communicate at work, 
ability to solve problems, and quality of work. But, only math skills improvement is 
significantly correlated with willingness to take a similar class. 
10. There were significant correlations between workers' perceptions of the value of the 
program and improving math skills, productivity on the job, and quality of work. 
11. There was a wide range of outcomes that workers expected from the program: to be 
prepared "to pass apprenticeship test" occurred with the highest frequency, followed by 
"retain my job and/or improve basic skills," and to "think better and/or become a better 
person." 
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12. The participants indicated that potential barriers that may influence program outcomes 
include the follo^\'ing: 1) content of the program, 2) the methodology and instructional 
materials, 3) pay cut for attending class, and 4) the instructor of the class. 
13. Changes that workers suggested in the program included: 1) content of the program, 2) 
instructional materials, 3) teaching methodology, and 4) the instructor. 
14. There were no significant differences between workers who attended the program and 
those who did not attend in job satisfaction with work, organizational commitment, and 
job involvement. 
15. No significant differences were observed in job satisfaction with work, organizational 
commitment, and job involvement when comparing the mean scores of respondents 
grouped in three different categories: those who attended the program and reached goals 
(group 1), those who attended the program and did not reach goals (group 2), and those 
who did not participate in the training (group 3). 
Discussion of Findings 
This research was guided by two major questions: the impact of the workplace 
literacy (pre-apprenticeship) training on workers' personal life and work, and the extent to 
which the program benefited the organization for which the trainees work. 
Program impact on workers' personal life will be discussed based on results of the 
extent of helpfulness of the program in achieving workers' goals and workers' perception of 
the value of the program. Impact of the program on learners work will be discussed based on 
improvement of basic skills (reading, writing, math, ability to solve problems, and ability to 
communicate at work), and workers' perception of improvement on productivity on the job 
and quality of work as a result of attending the program. 
Results of workers' perceptions of helpfulness of the program in achieving their goals 
indicated that the program was perceived helpful to some degree for workers who wanted to 
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improve writing skills. However, the workplace literacy program was of little or no help in 
achieving most important goals indicated by majority of workers, namely, "to prepare for 
technical training," "improve math skills," and "to be promoted." On the other hand, one 
might expect a high rate of participant dropout from the program when it does not meet their 
needs or goals (Kalamas, 1987). However, according to the company's coordinator of the 
program, only one dropout occurred in the program, this was due to conflicts in the 
participant's work schedule. 
This is consistent with a U. S. Department of Education, May, 1992, report indicating 
that workplace literacy programs have very low dropout rates compared to the 50% dropout 
in Adult Basic Education (ABE) programs. Results indicated some questions raised about 
the reasons workers had to persist and complete the training, in spite of a lack of 
responsiveness of the program in meeting their goals. Are participants in workplace literacy 
programs more persistent than learners in general literacy? Are workers more persistent 
because they have some commitment to the organization for which they work? Do workers 
stay and complete the program because dropping out may indicate that he/she failed the 
program? In other words, dropping out may indicate a deficiency on the part of the 
participant, not on the program. If it is true, then workers may decide to complete the 
program instead of dropping out. 
In relation to the rating of the value of the workplace literacy (pre-apprenticeship) 
training, significant positive correlations between workers' perceptions of the value of the 
program and improvement of math skills, productivity on the job, and quality of work, were 
found. This means, as perceptions of improving math skills, productivity on the job, and 
quality of work increase, value of rating of the program, increases as well. Also, positive 
correlations were found between workers' perceptions of the extent the program prepared 
workers for other technical/vocational training and improvement in writing skills, math skills, 
productivity on the job, ability to communicate at work, ability to solve problems and quality 
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of work. It seems workers had high expectations from the program related to improving 
basic skills. However, it was observed that mean scores of workers' perceptions of area skill 
improvements as a result of attending the program indicate only some improvements in math 
skills and little improvement in ability to solve problems and reading skills; and no 
improvement on writing skills, ability to communicate at work, productivity on the job, and 
quality of work. 
It implies that the workplace literacy program had little value for workers who 
participated in the program. Also, it was assumed that improvement on basic skills (reading 
skills, writing skills, math skills, ability to communicate at work, and ability to solve 
problems) might have an influence on the workers' job performance. As indicated earlier in 
this section, workers perceived little or no improvement in reading skills, writing skills, 
ability to communicate at work, and ability to solve problems. They only perceived some 
improvements on math skills. We do not know for sure how much impact the program had 
on workers' job performance. Hard data about worker performance before and after the 
program would give us an accurate answer. However, this information was not available to 
the researcher because company and union representation have some specific regulations for 
disclosing personnel information. What we know is workers perceived that performing a 
better job is related to improving writing skills, math skills, ability to communicate at work, 
ability to solve problems, and also improving productivity on the job and quality of work. 
However, as it was discussed earlier in this section, workers also indicated little or no 
improvement in productivity on the job and quality of work as a result of participating in the 
program. 
Effects of the workplace literacy (pre-apprenticeship) training on the employing 
organization is related to workers' improvement of basic skills, namely, writing, reading, 
math, ability to communicate at work, and ability to solve problems. These in turn, have an 
impact on job performance, productivity and quality of work. It was assumed that workers' 
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participation in the training might increase job satisfaction, organizational commitment, and 
job involvement. However, little or no improvement in the mentioned skills were observed 
with the exception of some improvement in math skills. Furthermore, there were no 
significant differences between workers who attended the program and those who did not 
attend, relating to job satisfaction, organizational commitment, and job involvement Also, 
results of post-hoc analysis comparing workers who reach their goal, workers who did not 
reach their goals, and workers who did not attend the program indicated no significant 
differences in job satisfaction, organizational commitment, and job involvement. 
The organization's interest in the program was to upgrade workers' skills, improve 
workers' basic skill for further training, and increase productivity. From our earlier 
discussion in this section, we learned that, in general terms, the workplace literacy training 
was not very effective in improving workers' basic skills which would help them to be 
prepared for further technical training and workers with improved basic skills would improve 
job performance and quality of work. In summary, it seems the workplace literacy (pre-
apprenticeship) program had little impact on workers' personal life and their work. 
Furthermore, the program apparently did not benefit the organization who invested in the 
program, either. Following is a discussion of findings related to each of the seven research 
questions. 
Workers' perceptions of helpfulness of the workplace literacv fpre-apprenticeshio) 
training in achieving their goals. 
Research question one asked about the most important goals workers wanted to 
accomplish in attending the program and the extent to which the program was perceived as 
helpful in achieving workers' goals. 
It was found that the most important goals the majority of workers wanted to 
accomplish with the program were: "to prepare for technical training," "improve their math 
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skills," and "to be promoted." It is important to notice that there was a wide range of goals 
learners wanted to achieve with the workplace literacy training which is consistent with 
results reported by Darkenwald and Valentine (1984) in a study of ABE participants. Related 
to the helpfulness of the program in achieving workers' goals, it was observed that 19 
workers (56%) who attended the workplace literacy program indicated they achieved their 
goals and 15 of them (54%) reported they did not. 
According to the results of the Somers' D correlations between perceived degree of 
helpfulness of the workplace literacy programs and the rank of most important goals of 
workers, it was observed that the program was perceived helpful for workers whose goals 
were to improve their writing. This result could indicate that workers had low expectations 
about improving writing skills. However, the program exceeded their expectations. Even 
though workers did not show real improvement in writing skills as a result of participating in 
the program, they seemed satisfied with the program in this regard. In general, however, 
according to workers' perceptions the program was of little or no help in achieving the most 
important goals indicated by workers such as, "to prepare for technical training," "improve 
their math skills," and "to be promoted." A possible explanation could be that program 
instructional objectives did not match learners' goals. It should be noted, however, that some 
benefits of training, for example to be promoted, often take considerable time to be realized. 
We do not know how many workers who went to the program were promoted and how many 
of them enter the company apprenticeship program and/or other vocational/technical training. 
In addition, it was interesting to find out that the majority of workers with the exception of 
one, set a goal(s) they wanted to accomplish with the program. This is consistent with the 
research on self-planned learning projects: adults know what is important to them, and when 
they enroll in formal educational or training programs, it is usually for a specific purpose 
(Kalamas, 1987). However, if their needs arc not addressed and their goals are not met, they 
have the option of dropping out. 
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Effects of workplace literacy training on perceptions of ioh nerformance 
Research question two was concerned with the effects the program had on workers' 
perceptions of skill improvement Also of concern was whether there is a relationship 
between perceptions of skill improvement and job performance. It was observed that 
workers perceived as having improved to some extent in math skills as a result of attending 
the workplace literacy training, with little or no improvement in writing skills, reading skills, 
ability to communicate at work, or ability to solve problems. 
High positive correlations between workers' perceptions of performing a better job 
and improving writing skills, math skills, productivity on the job, ability to communicate at 
work, ability to solve problems, and quality of work were observed. It was hypothesized that 
improvement of basic skills (reading skills, writing skills, math skills, ability to communicate 
at work, and ability to solve problems) would improve job performance. However, 
improvement of reading skills did not show a significant relationship with workers' 
perceptions of performing a better job. A possible explanation could be that most workers' 
reading skills were acceptable. Another explanation could be that reading skills are not 
highly required in a workers' daily work, or the reading component was perceived by workers 
as one of the weakest parts of the program. This conjecture is supported by participant 
answers in the comments section of the questionnaire. For instance, one worker wrote, "the 
reading part was a waste of time;" another indicated, "the reading materials weren't 
applicable at work." It can be implied that if reading skills taught were not job-related, then, 
workers did not consider them as having an impact on job performance. 
It may be implied that workers wanted to improve writing skills, math skills, ability to 
communicate at work, and ability to solve problems in their daily work and improve 
productivity and quality of work. This premise is supported by Darkenwald and Valentine's 
(1984) study in which they stated that improvement of basic skills is not an end in itself. 
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Basic skills enhanced is intended to be applied to meet the literacy demands of the everyday 
life of learners. 
Another possible explanation for the significant correlations found between workers' 
perceptions of performing a better job and improvement of writing skills, math skills, ability 
to solve problems, and quality of work could be that workers' perceptions were influenced by 
recent changes occurring in the company related to changes in product, manufacturing, 
technology, organization, and culture (Dunn, 1992) and the company's adoption of a 
teamwork concept and participatory management (Dunn, 1992). Workers may perceive the 
need to improve writing skills, math skills, ability to communicate at work, ability to solve 
problems, and improve productivity and quality of work to perform at the company's new 
level of expectations. 
Significant differences in workers' perceptions of skill improvement when workers 
were grouped by age were observed. It should be noticed that older workers (46-55 years) 
responded with higher mean scores related to improving reading skills and ability to 
communicate at work, compared to the younger group's (35-45) mean scores. A possible 
explanation could be that older workers perceived a greater need to enhance these specific 
skills, which motivated them to work harder than their younger counterparts to meet those 
needs (Kalamas, 1987). Another explanation could be that older workers probably are close 
to retirement and for that reason feel more pressure to improve reading and the ability to 
communicate at work and maintain their jobs. ITiis explanation is supported by the workers' 
responses in the comments section of the questionnaire. For example, one of the workers 
wrote, "It is well known that the company is going to eliminate the types of jobs we are doing 
and if you are not young, you cannot ever bid in a job to better yourself. I just hope to get 
into the Apprenticeship program before I am displaced." Another participant wrote, "I just 
hope the company does not end the Apprenticeship program due to the budget cuts as it did 
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in the past. I am hoping to graduate from the apprenticeship and then, even if I am displaced 
I can find another job." 
On the other hand, one might expect to find significant differences in workers' 
perceptions of skill improvement when comparing mean scores of workers with 1-2 years of 
college and those with high school. However, no differences were found. A possible 
explanation for this result could be that most workers in the sample were old workers; the 
youngest were at least 35 years old, which implies that both groups had been out of school 
for a long time and may have forgotten basic skills taught at school. 
In addition, a significant negative correlation was found between improvement of 
math skills and willingness to recommend the class to other coworkers. A possible 
explanation could be that math skills are highly valuable skills in participants' work and also, 
math skills are probably included as part of the apprenticeship test. Thus, workers with good 
math skills are perceived as more competitive and have better possibilities to perform a better 
job and enter the company apprenticeship program. It was expected to find negative 
correlations between perceptions of basic skill improvements and willingness to recommend 
class to coworkers. Thus, negative correlations mean respondents were more willing to 
recommend the class to coworkers because skills would improve. 
Value of workplace literacv fpre-apprenticeship) training for workers who attended the 
program 
Research question three asked about the impact of the program on the workers' 
personal lives, the extent to which the program prepared them to take other technical/ 
vocational training, their willingness to take similar classes, and their rating of the value of 
the program. A significant positive correlation was observed between perceived impact of 
the program on workers' personal life and improvement of productivity on the job, ability to 
solve problems, and quality of work. 
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Darkenwald and Valentine (1984) found in their studies of outcomes of ABE 
participants that improvement of basic skills is not an end in itself. Basic skill enhancement 
is intended to be applied to meet the literacy demands of the everyday lives of learners. 
Improvement of productivity on the job, ability to solve problems, and quality of work seem 
more job- or employment-related than related to the personal lives of workers. A possible 
explanation of the findings could be that job security is one of the most important concerns of 
workers. As Dunn (1992) pointed out, changes in the organization's priorities probably are 
creating changes in the work environment and in the nature of worker's jobs, which in turn 
are creating uncertainty about job security. Workers may perceive the need to improve 
productivity, quality of work, and problem-solving skills to meet the company's new level of 
expectation (Gowen, 1992) and retain their jobs. If job security is at the center of a workers' 
concern, it makes sense that it is also related to that worker's personal life. This explanation 
is supported by the respondent's statement of expected outcomes from the program. For 
example, one participant reported, "If I improve my basic skills I would have a better chance 
to keep my job." Another participant wrote in the comment section of the questionnaire, "I 
think I did well in this class, but I don't know if it will help to retain my job." On the other 
hand, the Darkenwald and Valentine (1984) study of outcomes of the ABE participants found 
that improvement of basic skills is not an end in itself. Basic skills enhancement is intended 
to be applied to meet the literacy demands of the everyday lives of learners. They also 
enhance access to educational and economic opportunities particularly in the form of 
eligibility for job training. 
The present findings are similar to Darkenwald and Valentine's 1984 reports. It can 
be implied that workers wanted improved basic skills to apply to the demands of their daily 
work. It can be theorized that improvement of basic skills will help improve productivity on 
the job and quality of work. Another possible explanation for the observed relationship 
between improvement of ability to solve problems and the perception of the improvement of 
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personal life could be that company adoption of teamwork and participatory management 
(Dunn, 1992) requires better problem-solving skills from workers. Assembly-line workers, 
as is the case of the respondents to this survey, did not need those skills in the past; however, 
with recent changes, especially teamwork and participatory management, workers are aware 
and perceive the need to improve problem-solving skills. 
Analysis of the present data found significant positive correlations between the 
perception of the extent the program prepared workers for other technical/vocational training 
and improvement in writing skills, math skills, productivity on the job, ability to 
communicate at work, ability to solve problems, and quality of work. This means the more 
the workers feel prepared to take other vocational/technical training, their perception of 
having improved the aforementioned skill areas also increases. A possible explanation for 
this finding could be that most workers' expectations are to get into the company 
apprenticeship program. However, it appears that access to the apprenticeship program is 
very competitive, because there are few openings, and workers are also required to pass an 
entrance test. Workers perceived that good writing skills, math skills, problem-solving skills 
and communication skills could help them get into the program. This explanation is 
supported by workers' reports related to expected outcomes from the program. For example, 
"To be prepared to pass apprenticeship test" occurred with the highest frequency (see Table 
14). Also, 7 participants indicated, "I am trying to get into the apprenticeship [program, but] 
there are few openings. Hope this class is going to help me with my basic skills." 
It can be implied that workers perceived that improvement of basic skills—writing 
skills, math skills, communication skills, and ability to solve problems-would enhance their 
eligibility for the apprenticeship program, which is consistent with Darkenwald and 
Valentine's (1984) findings. On the other hand, the results of the present investigation 
indicate two contrasting differences. First, in addition to improvement in basic skills, 
workers perceive the need to improve productivity on the job and the quality of work. 
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Second, improvement of basic skills is not related only to improvement of the "3 Rs," as 
indicated by Darkenwald and Valentine (1984). It was found that workers perceive the need 
to improve ability to communicate at work, and the ability to solve problems to enhance 
eligibility for other vocational/technical training. These results are consistent with this 
researcher's definition of workplace literacy. 
Relating to the rating of the value of the program, positive correlations between 
workers' perceptions of the value of the program and improvement of math skills, 
productivity on the job, and quality of work were observed. A possible explanation for this 
finding could be that, as indicated earlier, math skills are highly valuable for workers, 
possibly because math skills are very important skills required for work. It also appears that 
math skills are part of the requirement of the company's apprenticeship test. This explanation 
is supported by results of responses regarding the most important goals workers wanted to 
accomplish with the program. Improve math skills was the most important goal, indicated by 
a majority of workers. Improvement of math skills is also positively correlated with workers' 
perceptions of performing a better job and with preparation or readiness to take 
vocational/technical training. 
It can be implied that improvement of writing skills, math skills, ability to 
communicate at work, and problem-solving skills will improve job performance and 
productivity on the job and the quality of work (Sticht, 1991, Mikulecky and Ehlinger, 1986). 
However, the results raise some questions about the content of the program and 
responsiveness of the program to workers' goals and expectations. According to the 
literature, to improve job performance and productivity on the job, the content of the training 
needs to be job-related (Mikulecky et al., 1992; Philippi, 1992; Sticht, 1991). 
It was observed that workers indicated content of the program as one of the potential 
barriers that may influence program outcomes. In addition, content of the program occurred 
with the highest rate among changes in the program suggested by participants. Based on 
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these findings it can be stated that content of the workplace literacy training apparently was 
not job-related. However, we do not know if the program included in the instruction topics 
related to ability to communicate at work and problem-solving skills, which apparently are 
important to improve productivity and job performance according to the workers' 
perceptions. Furthermore, it seems the workplace literacy program was not very responsive 
to workers' goals and expectations. Thus, in general, according to workers' perceptions it 
seems the program had little value for workers. 
Outcomes from workplace literacv (pre-apprenticeship) program expected bv workers 
A wide range of outcomes that workers expected from the program were observed: to 
be prepared "to pass apprenticeship test" occurred with highest frequency; followed by 
"retain my job or improve basic skills," and to "think better and/or become a better person." 
We can hypothesize that improvement in basic skills (writing skills, reading skills, math 
skills, ability to communicate at work, and ability to solve problems) would enhance workers' 
opportunity to pass the company's apprenticeship test, retain their job, and think better and 
become more effective in the workplace. However, as indicated earlier, to improve basic 
skills leading to improvement in job performance, program content needs to be job-related; 
and, we do not know if the program covered material related to improving problem-solving 
skills and ability to communicate at work. Similarly, we do not know how much workers 
improved on their basic skills. The company did not have that information. It appears that 
the provider of the workplace literacy did not collect data about the literacy level of workers 
before and after the program, nor did it conduct a need analysis prior to the program. It was 
observed, on the other hand, that participants indicated potential bairiers that may influence 
program outcomes, include the following: 1) content of the program, 2) methodology and 
instructional materials, 3) paycut for attending class, and 4) the instructor of the class. It was 
further noticed that changes that workers suggested in the program are very similar to the 
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patterns of workers' responses concerning potential barriers in the program. It suggests, once 
again, that probably content of the program was not very much job-related, and instruction 
was not tailor to the literacy level of participants. This conjecture is also supported by 
workers' responses in the comment section. For example, one of the participants wrote, 
"teach more job-related materials;" another wrote, "some materials did not pertain to us, it 
was more for high school kids." 
The findings indicate that most of the barriers identified, with the exception of pay cut 
for attending the class, were internal to the program. This is not consistent with Darkenwald 
and Valentine's (1984) study. They reported that most serious problems identified in the 
program were external to the program, that is, life situational and the participant's own short­
coming as learners. However, they indicated that difficulties in learning to some degree 
reflected deficiencies in teaching. 
Comparison of ioh satisfaction with work, organizational commitment, and lob involvement 
between workers who participated in the workplace literacv program and workers who did 
not participate 
It was observed that no significant differences occurred between workers who 
attended the program and those who did not attend regarding job satisfaction, organizational 
commitment, and job involvement. Also, no significant differences were found in job 
satisfaction with work, organizational commitment, and job involvement, when comparing 
the mean scores of respondent groups in three different categories: those who attended the 
program and reached their goals (group 1), those who attended the program and did not reach 
their goals (group 2), and those who did not participate in the training (group 3). A possible 
explanation could be that workers perceived that the company's personnel policies and 
practices do not reward workers, improvement on basic skills, and company structure 
probably does not provide much opportunity for advancement on the job of workers at the 
bottom line. This explanation is supported by workers, responses in the comment section. 
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One worker reported, "Personnel does not place you where your skills would be beneficial to 
the company and to yourself, unless you are a woman." Another participant wrote, "The 
class was ok, but there is no room for advancement in the company. I worked for 10 years in 
the same position." Another worker indicated, "When your supervisor is not fair and is afraid 
about your improvement in knowledge you would not make any progress in the company," 
and another, "I know this class would not benefit me at JD, foremen and personnel already 
know who they wanted for some specific position. This goes to the old saying, it is not what 
you know, it is who you know." 
This investigation demonstrated a relationship between worker perception of 
performing a better job and improvement of writing skills, math skills, ability to 
communicate at work, ability to solve problems, improvement of productivity on the job, and 
quality of work. Also, a relationship between perceived impact of the program in the 
personal life of workers and improvement in productivity on the job, ability to solve 
problems, and quality of work was found. In addition, workers' perceptions of value of the 
program correlate significantly with perceptions of improving math skills, productivity on the 
job, and quality of work. 
According to workers' perceptions, the program was of little help or no help at all in 
achieving workers' most important goals. Furthermore, it was not very effective in 
improving workers' basic skills, except math skills. Consequently, the program was 
perceived as having little value for workers who attended the program. Additionally, the 
program did not have much impact on job satisfaction, organizational commitment, and job 
involvement, which implies that the program did not benefit the organization for which the 
trainees work either. 
The most important conclusion that was drawn from these data is that perception of 
basic skills improvement is more than just improvement in the "3 Rs." Also, workers' 
perceptions of performing a better job is not only related to improvement of basic skills but 
102 
also to productivity on the job and quality of work. This implies a necessity for providers or 
employers of workplace literacy to find some congruencies with workers' and employers' 
goals. 
Implications 
This study provides some insights into how the workplace literacy program is 
conducted and its impact on workers and employing organizations. Identifying the 
relationship between workers' perceptions of performing a better job and improving writing 
skills, math skills, ability to solve problems, and ability to communicate at work may serve to 
guide employers and providers of workplace literacy in curriculum development, and help 
them to understand the needs of workers not only improving the "3 R's" but also problem-
solving skills and ability to communicate at work. 
Expected outcomes identified by workers in the program were: to be prepared to pass 
the company's apprenticeship test, retain their jobs, and/or improve basic skills, to think 
better and/or become a better person. These findings present some implications for provider/ 
instructors of workplace literacy training and organizations who sponsor it. Workers' 
expected outcomes of those programs are widely varied. Providers/instructors need to 
include in the curriculum of workplace literacy programs topics related to critical thinking, 
problem-solving skills, and adult development to help learners to meet their expectations 
related to thinking better or becoming a better person as a result of the training. This 
hypothesis is based on Mikulecky's et al. (1992) study that literacy gains occurred only in 
areas directiy addressed by instruction and class acitivity. However, there is littie empirical 
information regarding the content of the curriculum that most effectively may address the 
development of critical thinking and problem solving skills in the workplace, and what and 
how to teach these skills effectively. Furthermore, it implies that instructors/providers of 
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these programs need to be more knowledgeable on how to effectively teach workers to 
become better thinkers and/or better people. 
According to Chisman (1990) and Fingeret (1990), the lack of teacher and staff 
training is one of the critical issues in workplace literacy programs. To facilitate/teach 
critical thinking and help workers to become better people/workers, instructors of workplace 
literacy programs would need to transform their own perspectives through critical reflexion 
first and become critically aware of cultural and psychological assumptions which structure 
the way they see themselves and others (Mezirow, 1991); then, devise ways to challenge 
learners' old modes of thinking while simultaneously providing structures and support for the 
development of new ones. In addition, this new approach to teaching critical thinking would 
provide opportunity for a more learner-centered education in the workplace that focuses on 
the individual adult worker rather than on the body of information. In turn, a learner-
centered education has the potential to get workers involved in the workplace literacy 
program, which is one of the key elements found in successful programs (Pelavin Associates, 
1991; Fingeret, 1990). 
To be responsive to expected outcomes, such as to enter the company apprenticeship 
program and retain their jobs, instructors/providers of workplace literacy programs need to 
know more about the culture of the organization to be served, how culture affects workers, 
and how the company apprenticeship works. They also need to be familiar with changes 
occurring in the work environment and its influence on workers' skill level, among others. 
Results of workers' expected outcomes of the program also suggest some 
implications for employers who offer workplace literacy training or contract with external 
providers to offer those programs. If employers know what outcomes their employees expect 
from the program and understand key factors/components relating to effectiveness of 
workplace literacy programs, such as; 1) direct linking instructional materials to literacy 
tasks identified uring job analysis; 2) active involvement by project partners such as business 
104 
and union in planning, designing, and operating the program; 3) active involvement by 
employees in determining literacy needs; and 4) systematic analyes of on-the-job literacy 
requirements (Pelavin Associates, 1991); then, it would develop clear goals to what the 
organization and its employees want to accomplish. Furthermore, the employers could know 
exactly what to require from external providers/instructors; for example, to deliver job related 
instruction, information on how much its workers are improving their literacy level as a result 
of the program, and in particular, whether their improvement makes a difference in the job 
performance and every day lives. 
Finding that workers had only some degree of improvement on math skills and little 
or no improvement in writing skills, reading skills, problem-solving skills, and ability to 
communicate at work presents some implications for providers, instructors and researchers. 
One of the reasons why the program was not successful at improving workers' basic skills 
seems to be because instructional materials were not relevant to learners' work and life; and 
instruction was not tailored to the literacy level of participants. This hypothesis is supported 
by two pieces of information provided by workers: a) potential barriers that may influence 
the outcomes of the program; and b) workers' suggested changes in the program-both 
included content of the program, methodology and instructional materials-class instructor, 
and paycut for attending the program. 
Present results suggest that instructors, providers, and researchers need to understand 
much more about teaching and learning in the workplace. Instruction in adult basic 
education (ABE) and workplace literacy present some differences. Workplace learning 
showed that generic basic skills do not improve performance on the job (Sticht, 1991). Basic 
skills are used on the job to locate information for immediate use and for problem solving. 
This is different from traditional approaches to learning that focus on internalizing 
information for use later (Mikulecky et al., 1988). Also, researchers have found workplace 
literacy programs that focus on specific goals and provide significant instruction and class 
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acitivities toward that goal that can help learners to improve their basic skills. Diffuse 
instruction, which touches lightly on many areas, will not bring about gains of any 
significance in any particular area (Mikulecky et al., 1992). 
Workers have indicated the need to improve basic skills to be able to perform a better 
job, improve productivity and to be prepared for further technical training, which are also 
company bottom-line interests in workplace literacy. Review of the literacture also indicates 
that successful workplace literacy programs need to demonstrate evidence that the program 
has a relationship to the bottom-line of the organization, that is, improve job performance. 
Without this kind of data, the program is seen as a charitable effort. In lean times programs 
that are perceived as charity are discontinued (Philippi, 1992). 
Findings related to the lack of success of the program in helping workers to improve 
their literacy skills also suggest that instructors and providers need to conduct a need analysis 
prior to training and collect data about the literacy level of participants before and after the 
program. Need assessment can assist the organization and providers/instructors to review 
their assumptions about the educational needs of potential participants. It can also assist 
them in being responsible to the learners through the appropriate selection of topics and 
materials. Furthermore, it can increase the likelihood that potential employees will 
participate if program descriptions emphasize the responsiveness of the educational needs 
identified. Information on the literacy level of participants can help to develop instructional 
materials appropriate to the specific literacy level of learners. Data collected after instruction 
can provide information regarding the level of literacy improvement of participants, which is 
important for employers and workers alike. Both would like to know what difference the 
program made on improving the literacy level of workers. Also, these data can be useful for 
provider accountability purposes. 
Paycuts for attending training was the only barrier external to the program identified 
by participants. This presents some implications for organizations who sponsor workplace 
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literacy programs. Top management commitment has been reported as one of the key 
elements in most effective workplace literacy programs. One way of demonstrating 
commitment to the program would be to give workers release time for attending the program 
since improvement of basic skills supposedly will benefit the company as well. Also, 
organization involvement is important in helping providers to develop contextual and job-
related curriculums. Philippi (1992) indicated that using materials which learners encounter 
during every day activities appears to make more rapid literacy gains. Mikulecky et al (1992) 
observed that to improve job performance, content of the workplace literacy training needs to 
be job related. In addition, providing some incentives or rewards to workers who improve 
basic skills would be another form of commitment of the organization to the program. 
Newly trained workers need to be provided with new meaningful occupations, because 
acquisition of new basic skills is meaningful only if workers are in a position to make use of 
these skills. 
Results on workers' perceptions of the helpfulness of the program in achieving their 
goals may serve to guide employers, providers, and instructors of workplace literacy in 
matching instructional objectives with workers' and employers' goals. If the provider and 
employer of workplace literacy training take into consideration workers' goals, both 
employees and employers would benefit better from the training. Also, they need to 
understand that workers know what they want and what is important to them; lack of basic 
skills does not imply that workers are not able to set goals they want to accomplish with the 
program. 
Lastly, results from this study indicate that some goals of employers and workers are 
similar, i.e., improvement of basic skills to be prepared for further training, and to apply to 
workers' daily work and improve their job performance. Providers need to understand that 
identifying common goals and trying to match them with the instructional objectives would 
benefit both the organization and the workers. It seems workers and employers alike had 
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high expectations for the program. Workers wanted to improve their basic skills to retain 
their jobs, to have better possibilities to enter the company's apprenticeship program, and to 
improve productivity on the job. It seems that the workplace literacy program has the 
potential to meet workers' and employers' goals. However, if it does not respond to workers' 
nor employers' goals and needs, we do not know what effects it may have on either. Firms 
may not be willing to invest in future similar programs, and workers also may lose interest in 
trying to improve their basic skills and even in furthering their education. 
Limitations and Recommendations for Future Research 
One of the potential limitations of this investigation is the use of perceptual data, 
obtained through self-reporting insUiiments; the results may not represent actual behavior. It 
was a study of perceptions of skills improvement and its effect on workers'job performance, 
personal life, and work attitudes. Perhaps a comparison of observable behavior and reported 
attitudes and perceptions would help to clarify this issue, particularly data related to job 
performance indicators. Further studies should consider obtaining measures of job 
performance rather than workers'perceptions of job performance. Direct measures of job 
performance before and after the program can provide better information on the effects of the 
training on workers'job performance. 
Another potential limitation of this study is that its sample may be considered 
unrepresentative of workers across all occupations and in all organizations. Therefore, 
generalizations of these results to other populations cannot be assured. As it was indicated 
earlier, the present sample consisted of wage workers of a large midwest manufacturing 
company. Manufacturing industries are a rather unique group of employers providing a 
rather unique work environment and workers compensation. Replicating this study using 
organizations with other industries would be desirable. 
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The fact that this sample was 98.1% male may also limit the generalization of the 
results of this study. It may be possible that some of these findings are gender specific. At 
present there are no previous studies on the effects of these programs and gender differences. 
Similar studies with female subjects and/or mixed samples could be helpful in assessing the 
existence of gender differences and the generalization of these findings. 
Lack of need analysis prior to the program, and lack of basic skills assessment of 
participants before and after the program, make it difficult to evaluate the effects of the 
program on workers literacy gains and effects on job performance. Needs assessment could 
assist providers in being responsive to learners and employer needs through the appropriate 
selection of topics and materials. In the absence of information related to needs assessment 
and literacy level of learners, it is most likely that the program was not job-related and 
instruction probably was not tailored to the literacy level of participants. This, in turn, has a 
detrimental affect on results of the program. To improve effectiveness in future workplace 
literacy programs, organizations/providers need to conduct need analysis and assess the basic 
skill levels of participants before and after the training. 
Further study is needed to have a better idea about the value of improving basic skills 
for workers. Do workers who improve their basic skills actually perform better on the job? 
Do workers with better basic skills have greater opportunities to enter the apprenticeship 
program? Do workers who improve their basic skills enter other technical/vocational 
training? This study found that workers who improved math skills also indicated performing 
a better job, prepared to take other technical training, and were more willing to take similar 
classes or recommend the class to coworkers. Also, it would be interesting to know if 
workers who improve their basic skills have greater opportunities to be promoted. 
Further studies should be focused on the long-run effects of workplace literacy 
programs on the organization and on the workers who attend the programs. Of concern is 
whether the effectiveness of these programs in meeting employers' and workers' needs and 
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goals has some impact on the organization's decision to offer future programs and on the 
workers' decisions to enroll in other workplace literacy programs. If it is found that the 
training is not effective, will employees be willing to continue offering workplace literacy 
training? If this is true, workers may lose opportunities to improve their basic skills. What 
happens with the workers who attend the programs but do not achieve their goals and meet 
their expectations? Do they lose interest in those programs and in trying to improve their 
basic skills? 
It would also be interesting to find out if organizations who offer workplace literacy 
programs are making some changes in the organization's structure or work structure to 
provide some incentive or opportunities for advancement to workers who improve their basic 
skills. 
When replicating this study, question 4 of the questionnaire relating to rank of most 
important goals, should be limited to the ranking of 2 or 3 most important goals instead of 
providing 11 alternatives. Results of factor analysis of job satisfaction with work, 
organizational commitment, and job involvement showed some potential of 
multidimensionality in this sample. However, results found could be due to the sample 
characteristics, i.e., wage workers, mostly male workers, high school educational level, and 
majority being older workers. In addition, the small sample size could have had some 
influence on the results. Further studies are needed to verify the potential of 
multidimensionality of the above mentioned insmiments. 
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APPENDIX A. SURVEY INSTRUMENT 
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SURVEY OF MIDWEST MANUFACTURING INDUSTRIAL CENTER 
EMPLOYEES 
DIRECTIONS: There are no right or wrong answers to these questions. We are only 
interested in your opinions, mark your answers directly on this survey. 
SECTION I. DEMOGRAPHIC INFORMATION 
Directions: Please place an "X" on the line or write on the blank space for each of the 
following demographic factors: 
Gender 
female 
male 
Age 
Education 
____ Less than 8th grade level 
8 — 10 grade level 
11--12 grade level 
Years of Eypariencp. 
How long have you worked at your present job? 
1 — 5  y e a r s  
6 ~ 10 years 
20 - 25 years 
26 ~ 35 years 
36 ~ 45 years 
46 -- 55 years 
56 years and over 
High school diploma 
1 — 2 years of college 
3 — 4 years of college 
11 - 15 years 
16 or more years 
Number of years with this company 
125 
SECTION n. ATTAINMENT OF GOALS AND JOB PERFORMANCE 
Directions: The following questions are related to the pre-apprenticeship program you attended. 
To answer these questions please place an "X" on the line or write in the blank 
space provided. 
1. When you enrolled in the pre-apprenticeship class, did you set a goal(s) for yourself? 
Yes No 
Note: If you answered "No" to question one, please go to question #5. 
2. Did you reach this/these goal(s)? 
Yes No 
3. In relation to your goal(s), how helpful do you think the Pre-apprenticeship class has been 
for you? 
Extremely helpful 
Of some help 
Almost no help 
No help at all 
Idonotknow 
4. Please mark below the goals you wanted to accomplish with the pre-apprenticeship class 
(you may mark more than one blank, but number them 1,2,3, etc. in the order of their 
importance to you (1 being the most important). 
a. To improve my writing. 
b. To improve my math. 
c. To improve my reading. 
d. To help my kids with homework. 
e. To be able to do my job better. 
f. To be promoted. 
g. To retain mv job. 
h. To improve my communication skills at work. 
i. To improve self-esteem. 
j. To prepare for future vocational (technical) training. 
k. Other (please specify). 
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For the next group of questions, please answer: a lot, some, a little, none, don't know (DK). 
5. How much do you feel that going to the pre-apprenticeship class has improved your: 
a. Reading skills a lot some a little none DK 
b. Writing skills a lot some a little none DK 
c. Math skills a lot some a little none DK 
d. Productivity on the job a lot some a litde none DK 
e. Ability to communicate 
at work a lot some a little none DK 
f. Ability to solve problems a lot some a little none .DK 
g. Quality of work a lot some a little none DK 
6. Do you think the skills you learned in the pre-apprenticeship class was helpful to do your 
job better? 
a lot some a little none DK 
7. Do you think the skills you learned in this class prepared you to take other vocational 
(technical) classes? 
a lot _some a little none _ DK 
8. How much has going to the pre-apprenticeship program helped you in your personal life? 
a lot some a little none DK 
9. Would you recommend this class to other co-workers? Yes No 
Why 
10. Would you take another class similar to the pre-apprenticeship class? 
Yes No Why? 
11. Please rate the overall value of the pre-apprenticeship program. 
very valuable, of some value, of little value, not at all valuable, DK 
12. What barriers or obstacles were apparent in this program? 
13. What outcomes (results or benefits) did you expect from the pre-apprenticeship program? 
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14. If you could change anything about the Pre-apprenticeship class, what would it be? 
the instructor 
the content of the program 
the schedule 
the duration 
the instructional materials 
the teaching methodology 
other (specify please) 
15. You can write here other comments you have. 
SECTION m. ATTITUDES TOWARD YOUR JOB 
A. Work; Think of your present work. What is it like most of the time? In the blanks beside 
each word or phrase, write X. for "Yes," it describes my work, M for "No," it does 
not describe my work, or 2 for "sometimes" or "undecided." 
1. Fascinating 7. _ Respected 13. Challenging 
2. _ Routine 8. _ Uncomfortable 14. Too much to do 
3. _ Satisfying 9. _ Pleasant 15. Frustrating 
4. Borinp 10. _ Useful 16. Simple 
5. Good 11. _ Tiring 17. Repetitive 
6. Creative 12. _ Healthful 18. Gives a sense of 
accomplishment 
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SECTION IV. OPINIONS ABOUT YOUR ORGANIZATION 
Listed below are a series of statements that represent feelings that individuals might have about 
the organization they work for. With respect to your company, please indicate how you feel 
about each statement by drawing a circle around one of the seven numbers below each statement. 
1 2 3 4 5 6 7 
Strongly Somewhat Somewhat Strongly 
Disagree Disagree Disagree Neutral Agree Agree Agree 
1. I am willing to put in a great deal of effort beyond that normally expected in order to help 
make my company successful. 
1 2 3 4 5 6 7 
2. I talk up my company to my friends as a great organization to work for. 
1 2 3 4 5 6 7 
3. I would accept almost any type of job assignment in order to keep working for this 
company. 
1 2 3 4 5 6 7 
4. I find that my values and my company's values are very similar. 
1 2 3 4 5 6 7 
5. I am proud to tell others that I am part of this company. 
1 2 3 4 5 6 7 
6. This company really inspires the very best in me in the way of job performance. 
1 2 3 4 5 6 7 
7. I am extremely glad that ! chose this company to work for, over other organizations, I was 
considering at the time I joined it. 
1 2 3 4 5 6 7 
8. I really care about the fate of this company. 
1 2 3 4 5 6 7 
9. For me, this company is the best of all possible organizations to work for. 
1 2 3 4 5 6 7 
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a. Very High 
b. Strong 
c. Uncertain 
d. Uncertain 
e. Low 
f. Very Low 
10. Assuming things in your personal life and work remain about the same, what is the 
probability you will remain with this company in the near future? 
I am 95-100% sure I will stay, or try to stay. 
I am 75-95% sure I will stay or try to stay. 
But the chances I'll continue are greater than the chances I'll leave. 
But the chances I'll leave are greater than the chances I'll stay. 
I am 75-95% sure I will leave or try to leave. 
I am 95-100% sure I will leave or try to leave. 
SECTION V. OPINIONS ABOUT YOUR JOB 
Listed below are statements that represent feelings that individuals might have about their work 
and the job they do. Please indicate in the space provided the extent to which you agree or 
disagree with each statement by writing the number that best corresponds to your opinion. 
1 2 3 4 5 
Strongly Disagree Disagree Neutral Agree Strongly Agree 
1 .  lam very much personal ly  involved in  my job.  
2 . Most of my personal life goals are job-oriented. 
3 . Most of my interests are centered around my job. 
4 . I consider my job to be very central to my existence, 
5 . I like to be absorbed in my job most of the time. 
6 . The most important things that happen to me involve my job. 
7 . To me, my job is only a small part of who I am. 
8 . Usually I feel detached from my job. 
9. I live, eat and breathe my job. 
10. I have very strong ties with my present job which would be very difficult to break. 
THANK YOU FOR YOUR TIME. 
130 
APPENDIX B. FACTOR ANALYSIS OF WORKERS' MOST IMPORTANT 
GOALS 
Initial Factor Method: Prindpal Components 
Scree Plot of Eigenvalues 
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Rotation Method: Promax 
Rotated Factor Pattern (Std Reg Coefs) 
FACTORl FACrOR2 FACTORS FACT0R4 FACTORS 
ATr4A 0.44262 0^26962 035281 0.15120 0.24467 IMPROVE MY WRITING 
ATr4B 0.27323 038529 -0.(^ 818 -0.13043 -0.73917 IMPROVE MY MATH 
ATr4C 0.06314 0.08320 085444 -0.04540-0.00760 IMPROVE MY READING 
ATr4D -0.08618 -0.13540 055177 -0.68791 0.01642 HELP MY KIDS VmH 
HOMEWORK 
ATr4E 0.79342 0.16583 0.04264 0.10430-0.11319 DO MY JOB BETTER 
ATr4F 0.15098-0.78924 -0.02017-0.07777 0.11722 TO BE PROMOTED 
ATr4G 0.10985 0.36867 -0.07883 -0.08943 0.73174 TO RETAIN MY JOB 
ATr4H 0.07853 0.74891 0.10924 -0.11294 0.11551 TO IMPROVE 
COMMUNICATION SKILL 
ATr4I 0.69671-0.22894 -0.46181 -0.18765 0.09439 TO IMPROVE SELF-ESTEEM 
ATT4J 0.03433 -0.10422 0.09009 0.90271 0.03337 TO PREPARE FOR TECHNICAL 
TRAINING 
ATr4K -0.61690 037833 -034321 -0.05310 0.12922 OTHER 
Variance explained by each factor eliminating otiier factors 
FACTORl FACrOR2 FACT0R3 FACrOR4 FACTORS 
1.750787 1.645451 1.457201 1323846 1.193285 
Variance explained by each factor ignoring oflier factors 
FACTORl FACrOR2 FACT0R3 FACrOR4 FACTORS 
1554914 1880897 1.5013% 1.422558 1223839 
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APPENDIX C. JOB SATISFACTION FACTOR ANALYSIS 
Initial Factor Method: Principal Components 
Scree Plot of Eigenvalues 
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Rotation Method; Promax 
Rotated Factor Pattern (Std Reg Coefs) 
FACTORl FACT0R2 FACTORS FACT0R4 
JOBSRl 0.13520 0.64982 0.07740 -0.04995 FASCINATING WORK 
J0BSR2 0.12425 0.68466 -0.04950 -0.06768 ROUTINE WORK 
J0BSR3 0.84021 0.02880 -0.08821 -0.10619 SATISFYING WORK 
J0BSR4 0.62056 0.28290 0.10116 -0.12077 BORING WORK 
J0BSR5 0.97594 -0.09552 -0.03934 0.01173 GOOD WORK 
J0BSR6 0.08074 0.70873 0.16846 0.10622 CREATIVE WORK 
J0BSR7 0.53347 0.15862 0.18195 -0.13289 RESPECTED WORK 
J0BSR8 0.55542 0.10342 -0.06169 0.38912 UNCOMFORTABLE WORK 
J0BSR9 0.50467 0.25371 0.10498 0.14904 PLEASANT WORK 
JOBSRIO 0.09785 -0.03828 0.86442 0.11786 USEFUL WORK 
JOBSRl 1 0.12478 0,47123 -0.24240 0.43979 TIRING WORK 
J0BSR12 -0.10680 0.85971 -0.06057 0.12677 HEALTHFUL WORK 
J0BSR13 0.03635 0.35009 0.58863 -0.06215 CHALLENGING WORK 
J0BSR14 0.29519 -0.18734 -0.03419 0.69888 TOO MUCH TO DO 
J0BSR15 -0.23846 0.00822 0.15705 0.86976 FRUSTRATING WORK 
J0BSR16 -0.04292 -0.08579 0.91819 0.00089 SIMPLE WORK 
J0BSR17 0.02207 0.78981 -0.04634 -0.19651 REPETITIVE WORK 
J0BSR18 0.79709 -0.00403 0.07471 0.08088 GIVES A SENSE OF 
ACCOMPLISHMENT 
Variance explained by each factor eliminating other factors 
FACTORl FACT0R2 FACTOR3 FACT0R4 
2.238848 2.208576 1.828955 1.506244 
Variance explained by each factor ignoring other factors 
FACTORl FACT0R2 FACTOR3 FACT0R4 
5.951571 5.450062 2.835955 2.221243 
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APPENDIX D. ORGANIZATIONAL COMMITMENT FACTOR ANALYSIS 
Initial Factor Method; Principal Components 
Scree Plot of Eigenvalues 
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Rotated Factor Pattern (Std Reg Coefs) 
FACTORl FACT0R2 
ORCl -0.14111 0.81456 
0RC2 0.73446 0.22318 ' 
0RC3 -0.05196 0.69356 . 
0RC4 0.59687 0.20415 
0RC5 0.57080 0.42049 : 
0RC6 0.86970 -0.14672 
0RC7 0.86008 -0.18121 ( 
0RC8 0.42723 0.47432 I 
0RC9 0.83703 -0.09148 . 
EXTRA EFFORT FOR JD SUCCESS 
TALK OF JD AS A GREAT ORG. 
ACCEPT ANY TYPE OF JOB TO STAY 
VALUES SIMILAR TO JD 
PROUD BEING PART OF JD 
JD INSPIRE JOB PERFORMANCE 
GLAD TO CHOSE JD TO WORK FOR 
CARE ABOUT FATE OF JD 
JD THE BEST ORG 
Variance explained by each factor eliminating other factors 
FACTORl FACT0R2 
3.170927 1.488211 
Variance explained by each factor ignoring other factors 
FACTORl FACT0R2 
3.989394 2.306677 
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APPENDIX E. JOB INVOLVEMENT FACTOR ANALYSIS 
Initial Factor Method; Principal Components 
Scree Plot of Eigenvalues 
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Rotated Factor Pattern (Std Reg Coefs) 
FACTORl FACT0R2 FACTORS 
JOBIl 0.00723 0.70214 0.15960 INVOLVED WITH JOB GOALS 
J0BI2 0.82796 -0.08841 0.09770 JOB ORIENTED 
J0BI3 0.83367 0.03964 0.08200 INTERESTS AROUND JOB 
J0BI4 0.84764 -0.11499 -0.04217 JOB CENTRAL PART OF LIFE 
J0BI5 0.50672 0.42205 0.11366 LIKE TO BE INVOLVED WITH JOB 
J0BI6 0.80796 0.08490 -0.24290 JOB MOST IMPORTANT THING 
J0BI7R 0.58577 -0.05582 0.50070 JOB ONLY SMALL PART 
J0BI8R -0.10297 0.07029 0.93277 FEEL DETACHED FROM JOB 
J0BI9 0.44205 0.37554 -0.19452 EAT AND BREATHE JOB 
JOBIIO -0.10133 0.87057 -0.03430 STRONG TIES WITH JOB 
Variance explained by each factor eliminating other factors 
FACTORl FACT0R2 FACTOR3 
3.111110 1.424763 1.240357 
Variance explained by each factor iporing other factors 
FACIXDRI FACT0R2 FACT0R3 
3.942443 2.165125 1.428954 
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APPENDIX F. HUMAN SUBJECT APPROVAL FORM AND COVER LETTER 
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L a s t  N a m e  o f  P r i n c i o a l  I n v e s t i g a t o r  Ledesma 
Checklist for Attachments and Time Schedule 
The following are attached (please check): 
12. ^  Letter or written statement to subjects indicaung clearly: 
a) purpose of the research 
b) the use of any identiiler codes (names, #'s), how they will be used, and when they will be 
removed (see Item 17) 
c) an esdmate of time needed for pardcipation in the research and the place 
d) if applicable, locadon of the research acdvity 
e) how you will ensure confidentiality 
f) in a longitudinal study, note when and how you will contact subjects later 
g) panidpauon is voluntary, nonpanicipanon will not affect evaluations of the subject 
13. G Consent fonn (if applicable) 
14. • Letter of approval for research firom cooperating organirations or instimdons (if applicable) 
15..^Data-gatheringinstruments , 
16. Andcipated dates for contact with subjects: 
First Contact Last Contact 
June 10. 1993 December 20, 1993 
Month / Day'/Year Month/Day/Year 
17. If applicable: anticipated date that identifiers will be removed from completed survey instruments and/or audio or visual 
tapes will be eiased: 
immediately upon the return of each questionnaire 
Month / Day / Year 
13. Signaoire of Departmenta^/Execudve Officer Date Department or Adminisoadve Unit 
Professional Studies 
19. Decision of the University Human Subjects Review Committee: 
.^Project Approved Project Not Approved No Acdon Required 
P a t r i c i a  M .  K e i t h  
Name of Committee Chairperson Date Signadire of Committee Chairperson 
G C : l / 9 0  
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June 16,1993 
Dear Pre-Apprenticeship Program Participant: 
John Deere is interested in learning about the impact of the Pre-
Apprenticeship Program offered in 1992 in which you participated. It is hoped 
that this study will be useful in planning, developing, and implementing future 
Pre-Apprenticeship programs that are effective and responsive to the workers' 
needs as well as the orgaruzation. 
Therefore, we would like your cooperation in answering the questions on 
the attached questionnaire honestiy and tiioughtfully. Although your 
participation is entirely voluntary, your response is greatiy appreciated and vital 
to the success of the study. The responses you provide will be confidential. All 
opinions will be reported anonymously. A numerical identification code will be 
used to allow non-respondents to be identified and sent a reminder letter. These 
numbers will be removed immediately upon the return of each questionnaire. 
If you did not participate in the Pre-Apprenticeship Program, please 
ignore Section n of the survey. 
Please take 20-25 minutes to complete the enclosed questiormaire. After 
completing the questions, put it in the envelope provided and return it to your 
organization training center. 
Thank you in advance for your prompt reply. If you have any questions 
about this research or the survey itself, please call one of the numbers below. 
Sincerely, 
Chip Chesmore 
John Deere Tractor Assembly 
Waterloo, Iowa 
(319)292-7218 
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APPENDIX G. RESULTS OF THE PEARSON CHI-SQUARE TEST 
Respondents N DF x2 - ratio x2 - probability 
Age 67 1 0.136 0.713 
Educational level 67 3 4.607 0.203* 
Position tenure 67 3 2.652 0.448* 
Organizational tenure 67 4 4.035 0.401* 
Gender 67 1 1.110 0.292* 
*Waming: 50% of the cells have expected counts less than 5; chi-square may not 
be a valid test. 
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APPENDIX H. FREQUENCY DISTRIBUTION OF THE RANK ORDER OF MOST 
IMPORTANT GOALS WORKERS WANTED TO ACCOMPLISH BY 
ATTENDING THE WORKPLACE LITERACY PROGRAM 
Ranking o 
Goals 1 2 3 4 5 6 7 8 
Improve ray writing 1 1 2 
Iraprove my math 6 5 5 2 1 
Improve my reading 2 3 3 2 2 2 1 
Help my kids with homework 1 
Do my job better 2 3 3 1 1 
To be promoted 6 5 2 
To retain my job 1 2 3 2 
To improve communication 
skills 
1 4 1 2 
Improve self-esteem 2 2 1 2 
To prepare for technical training 10 12 3 2 1 
Other 8 1 3 1 
Importance 
